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1. OVERALL AIMS AND OBJECTIVES
i) To attain greater professional competence in order to enhance the 
contribution of clinical psychology to the mental health care of 
adolescents who are secured and eitlier have or are at risk of 
offending.
ii) To produce a portfolio of study, practice and research that will 
demonstrate increased competence in each of these areas.
2. Professional Dossier:
2.1 Aims
Prime Aim:
To develop the services offered by the profession and department.
Additional aim:
To develop and show the need for clinical psychology input to 
forensic services for children and adolescents who are secured and either 
have or are at risk of offending.
2.2. Objectives
Prime Objective:
To provide a dossier on clinical activity which will describe present work 
being undertaken in this area and how it might be developed.
2.3. Rationale
Three case studies are used to show the psychological assessment and 
intervention used with three adolescents with whom the author has worked 
and who represent some of the young people secured for criminal offences. 
One of the young men was an arsonist, the other a sexual abuser, and the 
third a self harming girl.
The case studies illuminate the assessment and intervention used and make
the link with the need to develop services for the population of young 
people. Reference is made to the actual paper submitted to the Health 
authority as a position paper for a new adolescent forensic service.
3. Academic Dossier
3.1 Aims
Prime Aim:
To enhance academic competence in two specialist areas of clinical 
psychology in the following areas:
adolescents who sexually abuse 
adolescent arsonists
Additional aims:
i) to enhance academic knowledge in clinical psychology about adolescent 
sexual abusers and arsonists to better understand the young people who 
present themselves to the psychological service for assessment and 
treatment.
ii) to critically evaluate the theoretical bases underlying interventions 
aimed at preventing or mitigating further offending by adolescents who 
abuse or commit arson
3.2 Objectives:
Prime objective:
To complete two critical reviews of the literature entitled:
1. Young people who sexually abuse: A Critical Review of 
Psychological Models and Treatment.
2. Child and Adolescent Arsonists: A Critical Review of 
Psychological Approaches to understanding and treating arson.
Additional objectives:
i) to disseminate such knowledge through presentations to others.
ii) to incorporate the information gained in fixture reports and 
interventions.
3.3 Rationale
At present a lot of adolescents who abuse or who commit arson are
described as having behavioural problems or a conduct disorder. There
is a small but growing body of Hterature that provides developmental 
insights on adolescent sexual abusers and arsonists. Knowledge of this 
literature will inform assessment and intervention of those secured. 
Such knowledge is vital to the ongoing research that the research 
component and population of this dissertation examines. The academic 
dossier complements the practice exemplified in the professional 
dossier.
4. Research Dossier:
4.1 Alms
Prime Aim:
To increase research competence so as to develop the services offered by 
the department or profession and to increase the knowledge available to 
the department.
Additional aims:
i) to examine the role of some of the factors identified by the literature as 
important predictors of mental health and risk in this population of young 
people
ii) to develop the assessment procedures already used with secured young 
people.
iii) to link assessment and treatment with outcome.
iv) to make research integral to the service at the secure unit.
4.2 Objectives:
Prime Objective:
To develop a research dossier, part of which will be the original MSc 
dissertation, which will make evident increased research competence 
or will present a contribution to knowledge.
Additional objectives:
i) To update and further develop skills in research design and methods 
and statistical analysis
ii) to use the research findings as the basis for further research
iii) to disseminate the research findings through pubhcation and 
presentations at scientific meetings.
iv) to use the research findings to support the need for a regional secure 
service for adolescents,
4.3 Rationale
The research is conducted within a changing framework of juvenile justice 
where the emphasis on systematic assessment and treatment has become 
part of a system that also demands justice and retribution. The age at which 
young children can be held criminally responsible has been lowered to 10 
despite Europe having higher ages and some would argue in contravention 
of the United Nations Charter of Human Rights.
The present research is part of an ongoing research programme looking at 
the mental health needs which young people secured either under welfare 
or criminal legislation present and the most effective way of addressing 
these needs. The research is part of a programme designed to ask if the 
various groups in secure accommodation are different; if so how do their 
mental health needs differ and is it possible to predict from their 
psychological profiles the future risks they pose.
4.4 Plan
Data will be gathered over a year period from 115 residents at a Secure 
unit in the West Country.
i) All the young people are asked to complete the Youth Self Report within 
the first week of entry.
ii) Care staff and teaching staff will be asked to complete parallel 
inventories a month after the young person arrives.
iii) All three inventories will be readministered on exit of the young person.
iv) All the young people will he assessed for risk by two members of staff 
using the Hare Psychopathology Checklist-Youth Version.
v) The files of all the young people will be searched for data that confirms 
the presence or absence of factors cited in the literature as the precursors 
of criminogenic behaviour and mental health risk factors.
vi) The results will be used in the development of fiirther research into the 
best interventions for different groups.
5. Portfolio Outline
The portfolio will contain three dossiers made up of the academic, clinical 
and research requirements of the programme. The general theme of the 
portfolio is clinical psychology’s contribution to services for secured 
adolescents.
CURRICULUM VITAE : POST QUALIFICATION AS A 
CHARTERED PSYCHOLOGIST
a) Qualifications
• 1986 M. Sc North East London Polytechnic- Professional Training 
in Educational Psychology.
• 1987 Training in Advanced Hypnosis.
• 1992 Statement of equivalence for the Counselling Division.
• 1992 Trained as Family Mediator.
• 1995 Diploma in Clinical Psychology British Psychological Society.
( lateral transfer involving placements, case studies and examinations)
b) Membership of learned bodies
• Associate member of the British Psychological Society.
• Practitioner member of the Division of Clinical Psychology.
• Practitioner member of the Division of Educational and Child
Psychology.
• Practitioner member of the Division of Counselling Psychology.
• Member of the Special Group of Psychologists working in Social
Services
• Member of the Association of Child Psychology and Psychiatiy.
• Member of the American Association of School Psychologists.
• Practitioner member of the British Society of Experimental and 
Clinical Hypnosis.
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c) Practice:
i. Present Post
• United Bristol Healthcare Trust, Bristol Royal Hospital for Sick 
Children. Consultant Clinical Psychologist (foil time permanent) with 
responsibility for delivering clinical/ forensic services to famihes and 
adolescents. Part of this work is carried out in a secure unit which is 
managed by Social Services. The children are secured there under 
Section 53 of the 1933 Act and Section 25/23 of tlie Children Act. The 
resource is a specialist resource at Tier 4 of the CAMHS model. It is 
supra regional both in terms of the old and new Health regions. 
Children from Devon, Cornwall, the former Avon, Gloucestershire, 
Wiltshire, Dorset, Hampshire and elsewhere are sent to the unit by the 
courts.
• I am also the lead psychologist in the newly formed Avon Health 
Authority drug service.
• I receive supervision from a practitioner member of the Division of 
Forensic Psychology for which I have applied to be a member.
• I am a current holder of a Sir Kenneth Caiman research bursary.
ii. Previous posts
• October 1994- November 1996. Bath and North East Somerset 
(formerly Avon County Council). Educational Psychologist with 
attachments to Social Services.
• April 1994- October 1994: Bath Mental Health Trust. Clinical 
Psychologist in the Adult Team and the Learning Disabilities Team as 
part of lateral transfer to complete the requirements of the Clinical 
Diploma awarded by the British Psychological Society.
• 1990-1994: Wiltshsire County Council. Educational Psychologist 
with responsibihty as supervisor of the Portage team and toy Hbraiy. 
Attachments included special school for children with severe learning 
difficulties, pupil referral unit, four comprehensives and their feeder 
primaries/infant schools, hearing impaired units attached to primary 
and infant schools, physically disabled and specific learning difficulties 
unit attached to secondary schools.
• 1986-1990: Gloucestershire County Council. Educational 
Psychologist within 2 Child Guidance teams. Also attached to four 
secondary schools, three special schools, a College of Further 
Education and three local family centres and opportunity centres
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iii Other experience 
1986-1990
• Training Panel representative for Educational Psychologists on 
Gloucestershire County Inset Panel.
• Member of Gloucestershire County Working Party on ‘Disruption 
within schools’. Advised on pilot work and report placed before foil 
Council that resulted in successful bid for Elton funding.
• Seconded to University of the South West of England as an 
Associate Lecturer (0.5) throughout Christmas term 1988 and Spring 
term 1989.
1990-1996
• Committee member of the Education Section of the British 
Psychological Society.
• Committee member of the Division of Educational and Child 
Psychology. British Psychological Society.
• Committee member of the Division of Educational and Child 
Psychology with liaison duties with the Division of Counselling 
Psychology and Clinical Psychology.
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• General Editor of Educational and Child Psychology-the official 
publication of the Division of Child and Educational Psychology.
• Member of the British Psychological Society Parhamentary Group 
of Psychologists which represents the interests of psychologists fi’om 
all divisions of the British Psychological Society. Part of statutory 
registration lobbying group involving appearances on television.
• Member of the Division of Educational and Child Psychology 
National Working Party on Child and Adolescent Psychological 
Mental Health Needs- a two year research project investigating the 
need for and the actual involvement of psychologists in this area.
• Joint organiser of the Annual Course of the Division of Educational 
and Child Psychology 1993- ' Quality and Survival'.
• Education Representative on the Disabihty Development Group set 
up by Wiltshire County Council in response to the Children Act.
• Convener of the Continuing Professional Development Group for 
the Wiltshire Educational Psychological Service.
• Member of Bath Child Welfare Group- a multidisciplinary body of 
professionals that deal with children’s court issues
12
• Lecturer in B. A. Counselling Psychology module Hong Kong
• Field Supervisor of trainee educational, clinical and counselling 
psychologists
1996-1999
• Facihtator of regular parent training groups at Bristol Children’s 
Hospital
• Continuing and consolidation of experience of adolescent work in 
family, and criminal matters in both Magistrate, Family and Crown 
court
• Development of drug and forensic service with psychiatric 
colleagues resulting in Pan Avon Drugs service and posts with Bristol 
Youth Offending Team.
• Motivation and Attribution. A collection of instruments. Published 
NFER November 1999
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d) Publications prior to 1999
I was general editor of the Division of Educational and Child Psychology 
journal from Volume 10 No 1 (Jan 1993) to Volume 13 No 1 (Jan 1996).
Titles which I commissioned, edited and proof read were as follows :
• The Brain and Organic Behaviour
• Supervision and Psychologists
• Professional Work
• Vulnerable children
• Competent to Practise
• Motivation: Developments in Theory. Authored Motivation and Work : 
an application of recent theory within an LEA psychological service
• Survival and Quahty- Authored A reappraisal of Educational 
Psychologists’ role in working with children’s and adolescents’ 
psychological and mental health problems.
Children’s Rights
Phonological Assessment of Specific Learning Difficulties 
Selected Papers 
Creativity in Practice
Therapeutic Interventions-Authored ‘Cognitive Behavioural Therapy 
and Children of the Code’ and ‘The voice of an adolescent undergoing 
therapy’.
Educational Psychologists, Mental Health and Adolescent Behaviour. 
This included the findings of the national working group that ran in
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parallel to Together we stand. Authored ‘Vulnerable children 
-responses from education.’
Editor of the first joint journal issue of the Division of Educational and 
Child Psychology with the American Association of School 
Psychologists. The same issue was published in America and tlie 
United Kingdom. The issue looks at joint practice in academic work, 
behaviour, special needs and mental health. The project was completed 
via internet and e-mail. Authored ‘School Psychology and Mental 
Health Interventions in the United Kingdom: Educating Education in 
Mental Health’.
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RECORD OF CONTINUING PROFESSIONAL DEVELOPMENT 
PsychD conversion programme: October 1997- December 1999
Other continuing professional activities carried out during the period of 
registration were designed to support learning shown in the various 
dossiers.These activities included:
i) attendance at SPSS workshops at Surrey University.
ii) attendance at research methods workshop at Surrey University.
iii) attendance at Annual conference of the Division of Criminological 
and Legal Psychology at Churchill College Cambridge 29th 
September-1st October 1997.
iv) attendance at the Kidscape Conference Young Sex Offenders: What 
we can do. 19th November 1997.
v) visit to Newcastle upon Tyne Forensic Adolescent Service and Kolvin 
Unit 31st March 1998 to discuss the development of forensic services for 
adolescents
vi) visit to Gardiner Unit Manchester and discussion with Dr.S.Bailey 
about the development of forensic services for adolescents June 1998.
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vii) talk to officers of Avon Fire Brigade on the background of children 
detained in secure accomodation.Tumed down opportunity to make film 
on secured arsonists with HTV and fire brigade.
viii) attendance at international conference “Bridging the Gap “ 
organised by the NHS executive High Security Psychiatric Services 
Commissioning Board NHS Executive looking at special offender 
services and policy research.October 1998.
ix) gave talk to national conference of Union of Catholic mothers on 
children detained in secure units.
x) attendance at the Dublin International Conference Psychology and 
Law organised by the University of Southampton hosting the first joint 
meeting of the American Psychology-Law Society and the European 
Association of Psychology and Law. July 1999.
xi) attendance at the pre- conference courses to the preceding Conference 
on Risk assessment and Anger management July 1999.
xii) presentation entitled “ angry children “ given to national conference 
on adolescent arsonsists organised by Bristol Fire Brigade October 1999.
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PREFACE
The portfolio is divided into three sections: A professional, academic and 
research dossier. The three sections are thematically interlinked. The 
professional dossier is a report of clinical activity carried out with three 
adolescents detained in secure accommodation- an adolescent arsonist, sex 
offender and self harming girl. The academic dossier then critically 
considers current literature exemplified in the first two case studies namely 
child and adolescent sex offenders and arsonists. The research dossier is an 
empirical and exploratory study of the perceptions held by such young 
people and others detained in secure accommodation for both serious 
crimes and for welfare reasons as well as their teachers and carers.
18
SECTION ONE: Professional Dossier
Developing Forensic Services For Children 
And Adolescents
Three Case Studies Illuminating
The Psychological Needs Of Secured Adolescents
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REPORT OF CLINICAL ACTIVITY 
1. Case Study One : W.F.
Pen Portrait of client
The client was a 15 year old boy, W.F. who had been sent to secure 
accommodation under Section 25 of the Children Act 1989 after 
committing several acts of arson. Immediately prior to arriving at the 
secure unit, W.F. had set fire to his school bedroom, knowing that 
someone was asleep in it. W.F. was reported as having language and 
emotional difficulties and an abusive background.
Reason for referral
W.F. was referred to the psychology service by the magistrate’s court 
which had secured him for psychological assessment and treatment.
The clinical forensic psychological service is part of the Child and 
Adolescent Mental Health Service at Bristol Children’s Hospital. It is 
contracted in by the secure unit to provide assessment, treatment, 
consultation and training in response to requests from referring 
authorities, the courts and internal requests from the senior 
management. My instructions from the court were to assess W. F.’s 
psychological functioning, and the risks he posed himself and others 
especially in relation to fire setting. 1 was asked to devise a treatment 
programme to address the needs I discovered in my assessment, or else 
indicate where such treatment might be obtained and indicate over how 
long a period it would be necessary.
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Sources of information
Reports from W .F.’s special school dated 4 September 1996 and 14 
August 1997. A psychiatric report from the learning difficulties team 
dated 30 July 1996. Psychological assessment by the educational 
psychologist attached to W. F.’s special school dated 5 September 
1996. Social work report by operations manager, children’s services 
dated 8 November 1996. Second psychiatric report from learning 
difficulties team dated 10 November. Other reports and reviews held at 
the secure unit including a recent report of educational progress at the 
secure unit.
Relevant background information 
Relationships/ family details
W.F. was bom in 1981, the eldest of five children of his mother by two 
different fathers B. F. and T. H., both of whom had a record of violent 
behaviour. W.F. was an undemanding baby, whose mother Mrs. F. had 
post- natal depression. She was reported as finding it difficult to 
provide psychological stimulation for healthy development. Mrs. F. 
continued to experience clinical depression when W.F. was in secure 
accommodation. W.F. showed behavioural difficulties from the time he 
could walk and was often reported lost, found talking to strangers or 
wandering off with his sister (S. F.). Social services became involved in 
1985 after reports of domestic violence. W.F. was then four years old.
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In 1988 Mr. F. was discovered to be nailing planks of wood across his 
children’s bedroom door to keep them in at night. It became clear that 
Mr. F. had been locking the children in their rooms prior to this. When 
W.F. was eight years old his mother started cohabiting with T.H. and 
three younger siblings were bom subsequently. The same year Mrs.F. 
was hospitalised for depression. In 1993, both W.F. and his sister left 
their father’s home to live with their mother.
Education/Socialisation
W.F. had been the subject of a statement of special educational needs 
for emotional and behavioural difficulties from infancy. Behavioural 
difficulties had taken the form of disappearing for long periods, not 
eating or sleeping properly, soiling and depositing faeces around the 
house, aggressive behaviour, stealing, fire-setting, damage to property, 
breaking into his grandmother’s house with other youths who injured 
her dog, appearing to live in a fantasy land, head banging and 
threatening self harm. W.F. attended mainstream primary and 
secondary schools before moving to special schooling in February 
1996. There progress was slow but definite in academic studies.
Medical/Psychiatric
At the time of the referral considerable concem had been expressed 
about W. F.’s fantasising and ability to distinguish reality from fantasy, 
and whether he was depressed or suffering from a mental illness. W.F.
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had no record of any serious physical illness or contact with psychiatric 
services when younger.
Head Injury
Medical records showed no evidence of any head injury sustained by 
W.F. in his lifetime.
Forensic History
In 1995 a number of unexplained fires were reported near W. F.’s 
home. At Christmas 1995 W.F. caused a major police search, with the 
use of helicopter, after falsely reporting to the police that a child had 
been abducted and held at knife point. After several hours W.F. 
admitted he had made it all up. No action was taken against him. In 
January 1996 W.F. was placed with foster carers where he assaulted his 
foster mother and set a fire in an upstairs bedroom. No action was 
taken against him. After three months of attendance at his special 
school W.F. set fire to his bedroom in June 1996. An application to the 
court for secure provision was dismissed at this time and W.F. returned 
to school with increased supervision. In October 1996 allegations of 
sexual abuse were made by W. F.’s sister against Mr. F. In November 
W.F. set the fire in the bedroom where another boy was still asleep.
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Psychological Evaluation
W.F. presented as an adolescent who had been traumatised from an 
early age, and been the subject of inconsistent parenting and harsh 
discipline, as well as experiencing domestic violence. These life 
experiences had contributed to his learning difficulties and anxiety as 
well as the development of considerable anger culminating in a series 
of fire settings. The case notes from Social Services, from the Youth 
Justice team did not indicate that any psychological intervention had 
been attempted either to address W. F.’s anger, his ability to handle 
stress, his fire setting behaviour or emotional regulation.
Assessment
The psychological evaluation indicated the need for further assessment
to inform any treatment programme that addressed W. F. ’s
psychological problems or the risk he posed to himself and others.
Screening with the Youth Self Report (Achenbach, 1991) indicated
that W.F. considered that he had problems with anxiety and depression,
thought problems and aggressive behaviour. A full assessment of W.
F.’s language and cognitive skills was necessary to see if he would
benefit from cognitive behavioural intervention and to inform
assessment of his competency and mental state. Use of the Weschler
Intelligence Scales III (Weschler, 1992) showed W.F. to have
considerable cognitive difficulties (full scale IQ of 67 and a
performance score of 65 and a verbal score of 69). Discourse analysis
of W. F.’s language in three sessions indicated that his difficulties were
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semantic, rather than part of language delay or disorder. This finding 
that W.F. had no significant language delay in basic grammatical 
concepts was confirmed by the Test for the Reception of Grammar 
(Bishop, 1989). W.F.’s use of language was very imaginative and 
fluent but not disordered. This linguistic information was important 
when assessing W. F.’s bizarre thoughts and descriptions which were 
frequent and gave rise to the fear that he was mentally ill.
A baseline measure of W. F.’s reading abilities was taken before he 
began compulsory schooling at the secure unit. This acted both as a 
baseline measure of his ability to understand the written word and 
guided us in the materials we should use in any therapeutic 
intervention. W. F.’s scores on the Weschler Objective Reading 
Dimensions (Weschler, 1993) showed him to have an age equivalent 
score of 15 years in accuracy and an age equivalent score of 9 years in 
comprehension. Use of the British Abilities sub test of social reasoning 
(Eliott, Murray & Pearson, 1983) confirmed that W.F. could only 
partially evaluate his actions or take a problem solving approach when 
making value judgements. He used a pre-reasoning response to 
questions based on situations which he could not relate directly to his 
experiences. He used an immediate consequences and partial 
evaluation level of response to questions based on the situations which 
he could relate directly to his experiences at either a physical or an 
emotional level.
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The Minnesota Multiphasic Personality Inventory-Adolescent version 
(Butcher et al.,1992) confirmed the picture we had gained of W.F. His 
profile showed that he had some anxiety problems and concentration 
difficulties. The moderate elevation on the Pd scale also correlated with 
school, conduct and legal problems. Further clarification using the 
Harries Lingoes scores showed that W.F. had particular difficulties 
with authority, denial of social anxiety with little empathie concern 
about the values, opinions and attitudes of others. He indicated that 
there were times when he lost control of his thought processes. He 
considered himself misunderstood and unfairly treated with mistrust 
being a mark of his thinking. He indicated unusual sensory experiences 
which, whilst not full blown hallucinations, did have ideas of external 
reference and unusual thought content. Another scale indicated 
endorsement of nervousness, fearfulness, suspiciousness and 
indecisiveness. The Content scales showed low self esteem and some 
difficulty in engaging in treatment. The Supplementary scales showed 
W.F. was vulnerable to alcohol and drugs and still immature.
We gained a clear picture of W. F.’s firesetting behaviour over time
and his family life through a series of structured interviews. W.F. felt
close to and responsible for his mother, and over time told us of the
violence and abuse he and his sister had experienced at his father’s
hands. He gave full accounts of 39 fires he had set. He said that he had
often felt angry, or down and wanted to kill himself. Observation and
recording of W.F. within the unit confirmed he had problems with
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emotional regulation, and lost his temper inappropriately at least once a 
day. Records showed that he stole plastic knifes from the kitchen at 
least once a week.
Formulation
The data gathered from further assessment confirmed that W.F. was a 
chronically traumatised boy whose emotional and cognitive functioning 
had been damaged by adverse abusive experiences. The detail of this 
damage was contained in his personality profile. W.F. had considerable 
difficulties with vocabulary, meaning and understanding of both 
spoken and written word, but did not have language delay or disorder. 
He would be able to participate in carefully planned cognitive 
behavioural therapy. W.F. had considerable difficulties with anger and 
the appropriate expression of feeling. He was reactive to stressful 
events especially his mother’s hospitalisation. His bizarre thoughts and 
fantasies put him at risk of developing future mental health problems if 
not addressed and his self harming and firesetting behaviour when 
angry or depressed, if not addressed, made him a considerable future 
risk.
Treatment Approach
W. F.’s participation in therapy aimed at addressing his emotional 
dysregulation would be limited by his lack of comprehension, impaired 
cognitive abilities, poor learning skills and proneness to anxiety. W.F.’s
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presenting behaviour of fire setting, and behaviour in the unit indicated 
long standing difficulties with anger and the expression of appropriate 
feelings of warmth and assertiveness. His willingness to talk indicated 
that a cognitive behavioural approach would still be appropriate but 
would require careful use of language and planning of materials to 
address W. F.’s considerable cognitive distortions. In consultation with 
W. F.’s care worker and himself, I offered him 12 weekly hour long 
sessions to look in detail at his thought patterns. The goals of the 
intervention were to help W.F. cope with his bizarre thoughts and anger 
by firstly recognising his feelings, then the thoughts behind these, then 
challenging these thoughts and then behaving differently. The basic 
model of intervention was that of Beck’s (1979) linking feelings, 
thinking and action. An example of the approach specifically applied to 
an arsonist is seen in a case study by Clare (1992). A subsidiary plan 
was to help W.F. improve his understanding through literacy, and to 
reduce the risk he posed of firesetting.
Implementation of action plan
The initial three treatment sessions were designed to elicit as much 
information about both W. F.’s fire setting activities, and events in the 
past when W.F. experienced anger, and how he dealt with that anger. 
The basic cognitive behavioural model was explained to W.F.- namely 
that behind every feeling there are thoughts that can be challenged and 
changed, and that dysfunctional behaviour is maintained by
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dysfunctional thinking, which, if changed, enable a change to 
functional behaviour. It was explained to W.F. that we grow up with 
schemata or collections of thoughts, that are associated with angry, sad, 
scaring and happy events and that these cognitions often go 
unchallenged but are present when we engage in activities such as fire 
setting, or lashing out. W.F. was made aware that the cognitive 
behavioural model is collaborative and involved behavioural 
experiments outside the sessions. At each session W.F. was asked 
whether there was anything he wanted to raise from the previous 
session and to raise anything he wanted addressed in the session. At the 
third session, W.F. was asked to keep a diary in two parts- the first part 
dealing with past events that had made him angry or which had given 
him confusing feelings, the second part dealing with events that made 
him angry in the unit. Work in between the sessions was consolidated 
by work from W. F.’s key worker. Sessions four to six looked at the 
diary and records from the unit to focus upon what W.F. actually did 
and thought when he got angry. W. F.’s actions, as recorded by staff, 
were linked up with W. F.’s actions as recorded by himself. Discussion 
focused upon the thinking that lay behind the events when he became 
angry or scared or sad recorded in the records from the unit and in his 
diary. Session 5 provided an opportunity to review progress. Sessions 
nine to twelve focused more definitely upon the triggers of W. F.’s 
anger in the unit and his thinking both before, during and after he 
became angry. This drew upon the cognitive model of anger by Novaco 
(1999y
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W.F. found it difficult to understand his part in therapy. He had poor
concentration and his learning difficulties required repetition of the
content of sessions many times. He was first of all reluctant to discuss
details of the fires he had set, and unable to describe his ordinary
feelings, much less feelings associated with the fires. He found it
difficult to record feelings and thoughts in a diary, even using graphing
techniques (Bumpass 1983). This meant continual challenging and
going over the events of the previous week. When asked what he did
when angry, W.F. told how he would go to see his grandmother, his
best friend, go to a shop, do some drawing or lie flat and go to sleep. It
took some time before W.F. told us in detail of past experiences that
evoked these responses. It took even longer for W.F. to tell the truth
about these events rather than embellish them in fantasy, as when he
recounted how a gypsy came to his house and broke a bottle over his
head. One of the most significant events he told us about was how his
father had never allowed him to speak, and that this made him angry.
He also described how his stepfather had had intercourse with his sister
within his hearing. When asked what he had felt and how he had
handled the feeling, W.F. said that he had gone for a walk to get rid of
his anger. It was pointed out to W.F. that such a reaction could be
considered inappropriate. In the remainder of the session W.F. gave a
more graphic account of his confused feelings at this time. When
finally he began talking about his fires in detail, W.F. told us that, when
he wanted to set fires, he was usually first of all scared, then did not
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know what to do, became anxious and then angry, and then either 
shouted, hit out or set fire to something. When presented with a record 
of the number of times he was losing his temper within the unit W.F. 
found he was able to make the connection between this past behaviour 
and his expression of anger within the unit. He argued with the 
explanations offered by staff and said that he got angry in the unit when 
he was not allowed to speak, when people teased him or insulted his 
family and when the door was shut on him. In the unit he described 
how his stomach hurt when he was asked to put out his cigarette. He 
said that when he had a cigarette in his hand he thought of all the things 
he could bum- such as himself, toilet, paper, wood, carpet, clothes. 
When he had put his cigarette out he beat up a pillow and then two 
pillows to represent others who had annoyed him. If really annoyed he 
threw things on the floor and swore aloud. In the last three sessions 
W.F. agreed to ask himself three questions as part of the programme 
when he got angry : what am I feeling? what am I thinking? what am I 
going to do?
Outcome
W.F.’s progress was not linear. He continued to steal plastic cutlery 
with which to hurt himself throughout the intervention. W.F. could 
discuss some angry outbursts after they had occurred but not during an 
outburst. He talked endlessly about words and thoughts that went 
through his head when angry. By the end of the 12 sessions W.F. did
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understand the basic principles of the intervention and was heard to say 
aloud on three occasions: what am I feeling? what am I thinking? what 
am I going to do? At about this time he reported other strategies to 
control his thoughts, such as replaying events in his head as if viewing 
a video replay, stopping it, and looking at the situation again. He filled 
a bottle with water, which he called his anger bottle, and threw it round 
the room when angered. Over time apart from this brief period, none of 
his thinking skills became automatic. However, compared with a 
baseline of stealing plastic cutlery once a week and losing his temper 
inappropriately once a day, W.F. reduced these instances to zero and 
once a fortnight respectively. W.F. reported diminished difficulties 
with anxiety/depression, aggression and no somatic complaints when 
given the Youth Self Report a second time. When his mother was 
hospitalised just before he himself left secure accommodation, W.F. 
reacted with concern rather than with inappropriate rage and was able 
to describe and address his feelings of sadness and anger. Clinically 
W.F. had better control of his feelings, thoughts and behaviour and 
was able to talk about improvement in describing and controlling 
stress, and anger in a way he had not previously, but did not show 
proficient and extended self control. Three months follow up showed 
that W.F. still had received no intensive treatment package. He had 
maintained contact with his key worker, who gave advice to his mother 
when he was particularly disruptive at home. This was frequent. On 
several occasions he had spent a night in local police cells. Matters
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came to a head after three months when W.F. set fire to a waste paper 
bin, himself and finally a toilet in a church.
Clinical Perspective- Review of strengths and weaknesses 
The strength of this clinical work was that some gains were made in 
changing the cognitions and behaviour of W.F.. The intervention was 
built upon a thorough assessment of the W.F.’s language skills and 
cognitive abilities as well as his fire-setting activities. The intervention 
took account of these limitations. The weakness of the intervention was 
that it was not possible to expose the client to other situations or 
provide him with an experience that would challenge him. The court 
heard that W.F. needed an intensive period of treatment of cognitive 
behavioural intervention. The programme above would only be 
effective short term. The programme demonstrated that W.F. could 
benefit from intervention but required more time and immersion in the 
programme, if he were to gain lasting benefits. Staff at the secure unit 
needed greater training in behavioural, cognitive behavioural and 
nurturance techniques to help W.F. A more comprehensive 
intervention would have been to involve W. F’s mother in the 
intervention from the beginning but this was not possible because of 
her hospitalisation.
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2. Case Study 2 : C.H.
Pen Portrait of client
C.H. was a 16 year old boy from Wales who had been convicted of 
attempted rape and sent to secure accommodation under Section 53(2) 
of the Children and Young Persons Act 1933. Prior to committing the 
offence he was an underachiever at school and had often truanted.
C.H. was a quiet young man, who found it difficult to express any 
feelings. When seen, he denied being guilty of his conviction.
Reason for referral
C.H. was referred by his local Youth Justice Service and the manager 
of the secure unit to the psychological service at C.H.’s first review 
meeting, when it was clear that no systematic psychological assessment 
of this young man had taken place in the past. The purpose of the 
referral was to assess the risk C.H. posed others at entry to the secure 
unit, to assess the effectiveness of any treatment programme devised 
and to advise the Home Office and Youth Justice Service of the 
progress and risk C.H. presented on exit from the secure unit.
Sources of information
The sources of information on C.H. on entry to the secure unit were 
minimal. C.H. had had no previous contact with any statutory service 
before coming to the attention of the court. Consultation with his 
Youth Justice worker proved unenlightening as did consultation with
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his family doctor. Copies of the witness statements and verdict were 
available on entry.
Relevant background information 
Relationships/Friendships
C.H. was the younger of two boys. He was very close to his mother 
who had divorced his father, when C.H. was five. At that time C.H. ’s 
father, Mr.H., was serving with the army in Honk Kong. Mrs. H. and C. 
H. had come back to live in Wales where Mrs.H. began a new 
relationship with Mr. S. C.H. was very close to his mother, who refused 
to believe C.H. had committed the offence and used to make this clear 
to all who met her. Visits to the home showed the household to be a 
deprived one, with building works incomplete. C.H. showed little 
contact with his mother’s partner.
Education/ Socialisation
School information showed C.H. to have truanted regularly for the two 
years prior to the offence, and to have been friends with a group of 
young men, most of whom were serving custodial sentences. The 
school did not feel able to comment on his progress as they had seen 
C.H. so seldom. Prior to the offence C.H. was unknown to any 
statutory agency.
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Medical/Psychiatric
Medical notes from his doctor showed C.H. to have experienced the 
normal developmental milestones and to have had the normal illnesses. 
There was no record of any personal or family psychiatric history.
Head Injury
The records showed no evidence of any head injury sustained by C.H. 
in his lifetime.
Forensic History
C.H. had no prior forensic history before his conviction. The papers 
from the court showed that the attempted rape had been carried out on 
a railway station platform and was the culmination of a number of 
attacks on young women on this railway line, whose character was 
marked by escalating violence. The attempted rape for which C.H. was 
found guilty resulted from an attack from behind. The girl had been 
forced to the ground and intercourse would have occurred, had not the 
young woman fought back and struggled free. Prior to the attack on the 
platform other women had reported being followed out of the station 
by a young man matching the description of C.H.
Psychological Evaluation
The lack of evidence on file and limited information that resulted from 
consultation with C.H.’s parents, his family doctor, school and Social
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Services including Youth Justice worker indicated further assessment 
of C.H. was required. It was psychologically important both for the 
assessment of risk and treatment plan that a systematic assessment of 
C.H. be carried out given this worrying lack of information.
Assessment
Systematic assessment was carried out of C.H.’s psychological 
functioning in relation to his cognitive abilities, his family and his 
offence. The purpose of the assessment was to act as a baseline by 
which to measure C.H.’s progress in the unit over the year that he 
would be held in custody, to inform the objectives and goals of 
intervention during that time, and to see what risk C.H. presented at the 
beginning and end of his sentence.
C.H. presented initially as a young man with average verbal abilities, as 
measured by the short form of the British Abilities Scales ( Elliott et 
al, 1989). This finding stood in contrast to the score he obtained on the 
British Picture Vocabulary Scale (Dunn, Dunn & Whetton, 1982) 
which was some eight years behind his chronological age of 14. C.H. 
obtained a Comprehension score on the Weschler Objective Reading 
Dimensions (Weschler 1993) that matched his vocabulary score. C.H.’s 
spoken understanding and his understanding of the written word were 
more appropriate to a boy aged seven or eight.
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Assessment of C.H. ’s family was carried out by a variety of methods 
using observation, personal construct grids and through the more 
formal medium of the Bene Anthony Family Relations Test (Bene & 
Anthony, 1976). The latter showed C.H. to rely to an inordinate 
degree on denial as a primary defence when discussing his family. This 
preferred defence was indicated by 66 of his possible 99 responses.
Use of the Repertory Grid ( Fransella & Bannister 1977) showed C.H. 
to have very few deep relationships, but to be isolated within the family 
context. It also showed him to have idiosyncratic attributions. 
Observation of C.H. with his mother at review meetings showed him to 
have a very close relationship with her more akin to a husband than a 
son. Mrs.H. in turn was overly close to and protective of her son, 
denying he could ever have committed the crime for which he had been 
convicted, and becoming angry when told that he was dangerous. 
Mrs.H. refused to come to any joint sessions with C.H. either for 
assessment or therapy.
Baseline assessment was carried out into C.H.’s understanding of his 
offence, his sexual knowledge and his attitudes to females and his 
empathy with his victim. This was done through structured interview 
and discussion using the Abel, Becker and Kaplan Adolescent 
Cognitions Scale (1984), the Buss Durkee Hostility Scale (1957), the 
Hypermasculinity Inventory (Moshir& Sirkinl984) and the Rathus 
Assertiveness Scale (1973). C.H. was observed overtime using the
Carich Adkerson Victim Empathy and Remorse Inventory (1984).
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Formulation
C.H. presented as a young man who had difficulties in understanding 
both the spoken and written word. He presented as a young man who 
was in denial about his offence and family relationships. This denial of 
feelings was seen in his behaviour and appeared to have become part of 
his character. An emotionally damaged young man C.H. was on entry 
assessed as a considerable risk to the public later in life unless his 
emergent personality problems were not addressed during the year he 
was at the unit. Assessment of C.H.’s family heightened this risk in that 
his mother denied his culpability. Had C.H. been an adult the decision 
would have been made not to continue any intervention. As he was an 
adolescent it was decided to devise an intervention that would try to 
lower the risk he presented of future sexual offending and antisocial 
personality problems. The following discrete objectives were set as 
baseline objectives at the beginning of treatment: to increase C.H.’s 
understanding of spoken and written word and self esteem through the 
educational system and particularly by improving his reading. More 
specific treatment set out to explore C.H.s’ sexual development and 
understanding of adolescence, his view of women and empathy for his 
victim, self assertion of thought and feelings. This was adopted as 
preliminary to the second phase of treatment in that it could be carried 
out even if C.H. remained in denial. It was decided that acceptance of 
responsibility for what he had done, exploration of fantasies, as well as 
the consequences of offending and steps to re-avoiding offending
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would come at the end of the other work and form the basis of a future 
risk assessment.
Treatment Approach
The action plan adopted was two phased and based on an initial non 
threatening psycho-social approach which took account of C.H.’s 
learning difficulties, cognitive distortions and focused upon the way he 
dealt with social situations, friendships and feelings. I offered C.H. an 
hourly session every fortnight over a year.
Implementation of Action Plan
I asked C.H. over a period of six sessions to take me through his first 
experience of masturbation, a girlfriend, and his sexual relationships 
with girls. C.H. wavered between saying he did not understand my 
words and saying he had had many girlfriends, had had intercourse 
with more than one girl and oral sex. However as he talked his lack of 
knowledge of female anatomy, lack of empathy for females and macho 
mechanistic view of lovemaking became more and more evident. This 
required the use of video and picture to explain to him both female 
anatomy and gender differences in these areas (Thomas 1991, Zimfer 
1992). Throughout C.H. was homophobic and showed cognitive 
distortions which were addressed as they arose. Role play and 
discussion provided the means for C.H.’s involvement. On one 
occasion C.H. was asked where he would place himself on an
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imaginary power line and where he would place a prostitute. He placed 
himself at the top and the prostitute at the bottom. The discussion that 
followed showed and disputed C.H.’s view of masculinity.
The more C.H.. remained in the Unit it became clear that the polite 
boy who never raised his voice behaved like this with the other young 
people. C.H. did not show or reveal his feelings- he never showed 
anger, sadness, happiness or fear even though frequently he clashed on 
the football field and had opportunities to be involved in a range of 
emotions. I challenged him on this frequently as it became apparent and 
then devoted five sessions using worksheets and experiments to 
looking at emotions. (MacFarlane & Cunningham 1996). C.H. found it 
very difficult to identify and name his feelings. He was given a 
homework task of writing the feelings he experienced between 
sessions. He failed to complete it. At one session I asked him to 
demonstrate any feeling to me but particularly anger. He found this 
very difficult, finally unsuccessfully trying to slam the big heavy secure 
door after him. C.H. became increasingly reluctant to see me or do 
work but always came. He continually tried to divert me from 
addressing his offence and earnestly sought advice on how to tackle the 
justice system and just as easily ignored it.
It became clear that C.H.’s mother had a controlling relationship,
monitoring and advising him before every treatment session we had.
Denial and brevity of answers on C.H.’s part meant that I never gained
41
a full understanding of the roles that C.H.'s birth father or his stepfather 
played in his life. When C.H. continued to deny he had committed the 
crime, I explored third person understandings of rape and sexual 
assault. Use of a video of a rape victim failed to draw out any fullsome 
emotional understanding of how the victim felt. At best his description 
of what the victim on the video felt was ‘upset’ and his understanding 
of her experience intellectual. One session was taken up with a rerun of 
two minutes of tape in which I was trying to get C.H. to use the words 
‘horrible’ ‘disgusting’ as the words used by the victim on film
Outcome
At the end of intervention C.H. was in even greater denial than he had 
been at the beginning of treatment. When this was told to his mother at 
a review meeting, and when she was told that he was dangerous for a 
variety of reasons she became intensely angry and intimidating. All 
these behavioural indicators of outcome coincided with findings on the 
Multiphasic Sex Inventory Profile (Nichols & Molinder 1984). C.H.’s 
scores on the social and sexually desirability scale was in the 
questionable range. His cognitive distortions were in the immature 
range. He did accept accountability but was not motivated to treatment. 
Scores on the Minnesota Multiphasic Personality Inventory- 
Adolescent version (Butcher et al, 1995) slight elevations on authority 
problems and on denial of social anxiety, need for affection, and social 
imperturbability. Some final contradictions were presented in the
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cognitive testing carried out when C.H. was leaving. Whilst his reading
scores were very much the same as those on entry and whilst he gained
seven GCSEs he would not have achieved outside the unit, his
cognitive scores showed him to have severe difficulties organising
verbal concepts. This conflicted with the original data and led to a
re-formulation. Either C.H. was an adolescent who was trying to please
others whilst repressing how he really felt or C.H. was presenting a
profile that consistently presented a picture of himself that hid the real
anger and "macho aggressive" reactions within him. This ability to "live
a lie" was consistent with his high denial score on the Family Relations
Test. It also meant that the Multiphasic Sexual Inventory could be an
underestimate of his difficulties whilst picking up some of them. When
C.H. left I noted the following:
C.H. has committed two documented offences. He has resisted
describing and exploring the offence in a non-defensive marmer. He
did not fully acknowledge or understand the exploitative nature of the
offence. He minimised the negative impact of the offence on the
victim. He resisted participation without refusing. C.H.’s parents
minimised his involvement to the point of denial. C.H.’s family were
unable to identify any difficulties within the family that explained his
behaviour. He himself has a poor school history. He has shown poor
social adjustment in terms of emotional expression and has gained
little from treatment. At the end of treatment we do not know enough
about C.H. or have a chronology of his life. Both direct observation,
consultation and treatment show that C.H. still needs to address the 
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underlying reasons for his offence and his expression of feelings and 
anger.
The Home Office was advised of the danger that C.H. presented to the 
community on his release, given his lack of engagement in treatment 
and increased denial. Within a month of notifying the Home Office, we 
heard that C.H. had been found guilty of the same crime on the same 
railway line that had seen no further offending while he was in secure 
accommodation.
Clinical Perspective
Given C.H’s denial from the beginning one can say that the 
intervention presented him with the opportunity to reflect on his own 
reality of feelings, and sexual experience. It also presented him with the 
feelings of victims that he did not wish to hear. It is too cynical to say 
that one should not work with adolescent sex offenders who are in 
denial but I am aware of the need for greater focus on therapeutic 
management of denial, motivation and materials used in therapy with 
adolescent sex offenders. The organisation of the secure unit at the 
time meant that it was impossible to form a group of adolescent sex 
offenders. Use of such a group with individual work might well have 
yielded more results as C.H. would have had to face up to the pressure 
of peers in that situation. More frequent sessions and intensive work 
might also have proved more fruitful, though it is hard to see how one
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could get C.H. to access his fantasies and take personal responsibility 
so long as his mother maintained the position she did.
3. CASE STUDY 3 : S.T.
Pen Portrait
S.T. was a fifteen year old girl, who had been adopted at a young age, 
and was sent to secure accommodation under Section 25 of the 
Children Act because she kept absconding and either harming herself 
or placing herself in situations where she was in danger of being 
harmed.
Reason for Referral
S.T. had been referred to the Community Adolescent Mental Health 
Service ( hereafter CAMHS) two years before she was sent into secure 
accommodation. At that time she had tried to overdose herself in her 
school playground by taking a bottle of paracetamol tablets. After 
assessment, I had recommended that a co-ordinated multidisciplinary 
intervention be carried out with the family, centring around anger and 
loss, alongside educational intervention to address S.T.’s learning 
difficulties. Two years later this work had not happened and in the 
meantime S.T. had been excluded from two special schools and 
another secure unit. Her self harming had become more frequent and 
varied and literally escalated to tall buildings. S.T. was referred to the 
psychological service by her local social service department to explain
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her self harming behaviour, to assess her mental health difficulties and 
decide what, if any, treatment could be offered to S.T. and her family.
Sources of information
Report from the educational psychologist attached to the school where 
S.T. had tried to commit suicide in the playground dated September 
1994. Report from child and adolescent psychiatrist at adolescent unit 
dated December 1994. School reports dated 1994, and 1995. Social 
worker’s report dated September 1996.
Relevant background information 
Relationships/ Friendships
S.T. had a sister who was one year older than herself. At the age of 
three S.T. and her sister had been fostered, and nine years later adopted 
by their foster parents. S.T. was unusually close and dependent on her 
sister, who used to regularly bully her. Her relationship with her 
adoptive parents was always difficult. In August 1994 S.T. had asked 
to be accommodated, after continual disruption in the family home for 
a year by both girls aimed at their stepfather, whom they blamed for an 
extramarital affair, and their mother, whom they accused of being 
weak in the face of this. In September 1994 S.T. began a search for her 
natural mother. Over time it emerged that S.T.’s birth father had a 
prison record for violence and that both S.T.’s birth parents had had 
learning difficulties, and been alcoholics. S.T.and her sister had been
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placed on the at risk register at an early age because of neglect. 
Throughout the next two years S.T.’s reported behaviour towards her 
parents was one of hostility, violence and refusal to comply. Matters 
came to a head when she accused her adoptive father of rape in the 
street. A subsequent investigation found no concrete evidence to 
support S.T.’s allegations.
Education/ Socialisation
S.T. had attended a social services nursery from the age of two. She 
had gone on to mainstream primary and secondary school. S.T. was 
only statemented in secondary school after her difficulties at home 
began to interfere with her learning. In October 1994 S.T. had 
absconded from school claiming rape by a man in woods behind the 
school. S.T. had refused to go home and disrupted the police station. 
There was, however, insufficient evidence to pursue a child abuse 
investigation. S.T. continued to abscond from school. In December
1994 she claimed to be being bullied at school. At this time her 
antisocial behaviour escalated, with frequent changes of short term 
foster care, trespassing, damage to property, drinking, staying 
overnight twice with strangers. She began to sleep rough. In February
1995 she was assessed for special educational needs and suspended 
from school in May 1995 for assaulting another student, after being 
found begging outside a garage. In June 1995 S.T. was permanently 
excluded from her secondary school after absconding from school and
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refusing to comply with a teacher's orders. In September 1995 she 
started at a special school for children with emotional and behavioural 
difficulties. S.T. absconded three times from there, showing aggression 
to neighbours and staff .S.T. was secured for six months in November 
1995 before going to another special school from where she 
absconded. She was sent to the secure unit in October 1996 after 
further absconding from special school and placing herself in danger.
Medical/ Psychiatric
S.T. was referred for psychiatric assessment when she began self 
harming in October 1994. At that time she swallowed a number of 
paracetamol tablets. In the same month on a trip to Pontins, she 
threatened to commit suicide by throwing herself from a cliff. She 
threatened her stepfather with a knife and chair on returning home. In 
November S.T. was medically examined for the presence of epilepsy. 
Nothing was found. S.T. was then admitted to a local psychiatric unit 
but refused to return home weekends. Further assessment showed no 
signs of psychiatric illness. In December 1994 S.T. again attempted 
suicide using paracetamol tablets and was found by police on 
scaffolding on a building site. Threats of self harm, substance abuse 
and absconding continued until June 1995 when S.T. was taken to 
hospital having overdosed on her mother’s medication.. At hospital she 
was uncooperative even though the overdose was considered serious.
In August 1995 S.T. swam out to sea when on a family trip and had to
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be rescued by lifeguards. Later in the month she was admitted to 
hospital having claimed to have taken an overdose and sniffed her 
aerosol In September 1995 she was found climbing scaffolding. This 
pattern of absconding, anger and threatening to commit suicide 
continued for several months with S.T. climbing on top of another 
building, slashing her wrists and even sitting on top of a shark tank in a 
local holiday resort. In November 1995 she was found on top of a shoe 
factory. She refused to return to special school and requested going to 
a secure unit. On leaving the secure unit whilst at a new special school 
S.T’s substance abuse and self harm attempts continued. When she 
climbed onto two more buildings she was sent under Section 25 of the 
Children’s Act to the secure unit. After psychological assessment she 
was prescribed carbamazepine by the psychiatrist as a prophylactic 
against manic depression.
Head Injury
Although the medical and social records showed early neglect and 
domestic violence there was no record of S.T. sustaining any head 
injury.
Forensic History
In January 1995 S.T. was arrested for breach of the peace and for 
attempted damage to coin machines. She was also arrested for criminal 
damage when she broke windows at the gas board. In February 1995
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S.T. was arrested for shoplifting. While on bail she set fire to her 
bedroom in the children's home. Three days later she assaulted staff in 
children's home. No action was taken against her, despite further 
assaults on staff.
Psychological Evaluation
The records showed S.T. to have demonstrated considerable self harm 
and risk taking behaviour. No evidence existed on file to support 
allegations of sexual abuse though it was reasonable to assume 
attachment difficulties from an early age. The records that came with 
her did not evidentially confirm this. A more thorough assessment of 
S.T.’s mental health and self harming behaviour would shed light on 
whether S.T. had emergent borderline personality characteristics that 
might benefit from intervention.
Assessment
It was already known from school that S.T. was of low average
intelligence with average attainments in literacy and numeracy but
substantial lack of motivation to succeed. S.T.’s considerable
behavioural difficulties at home and school were recorded in detail. On
entry I set about assessing her mental health using a variety of
instruments. S.T. had not received a formal diagnosis of depression
when previously assessed. However her answers on the Beck
Depression Inventory (Beck, 1978a) showed severe depressive ideation.
On the Beck Hopelessness scale (Beck, 1978b) S.T. endorsed all items
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of hopelessness bar one. On the Battle Self Esteem scale (Battle, 1981) 
she obtained across the board scores indicating low self esteem. On the 
Young Schema Questionnaire (Young,1984) S.T. scored schemata 
associated with social undesirability, incompetence and failure, guilt, 
punishment, shame and insufficient limits. S.T. said these schemata 
‘described her perfectly for most of her life’. The area in which S.T. 
had several high elevations on the Young Schema Questionnaire was 
that of worthiness. Her responses in the area of ‘autonomy’ and 
‘connectedness’ indicated that she was currently troubled by these 
schemata but, unlike ‘worthiness’, had not been preoccupied by them 
over a long period of time. In summary, the questionnaire showed that 
S.T. had acquired a number of maladaptive schemata. S.T.’s scores on 
the Symptom Checklist Revised (Derogatis,1975) supported the view 
that she was not a case for admission to psychiatric provision. Only 
‘depression’ ‘anger/hostility’ were high. Further assessment using the 
Coping Responses Inventory (Moos,1999) revealed that S.T. relied 
heavily on emotional discharge when solving any problem. Her 
strategies for handling stress were all likely to increase stress, and not 
lead to the solution of any problem. Logical analysis, problem solving, 
seeking support were all ignored in favour of passive and fatalistic 
ways of looking at life.
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Formulation
The assessment confirmed that S.T., while not suffering from a mental 
illness, was suffering from considerable mental health difficulties 
associated with emergent borderline personality difficulties (namely 
lack of emotional regulation, self harming, lack of anger control). The 
evidence of S.T.’s distress was sufficient to justify intervention before 
she developed any further symptoms of mental ill health.
Treatment Approach
The presence of the schemata indicated the need to use challenging and 
coping as central themes in counselling work for some time, if not for a 
lifetime. A balance between exploratory and supportive strategies and 
focusing on everyday events in S.T.'s life was adopted. Those working 
with S.T. were advised to be aware of giving and taking within the 
therapeutic relationship and potential object splitting. (Miller 1989). 
Transference and counter transference were highlighted as potentially 
troublesome. Uncertainty and speculation that made her anxious and 
defensive were to be avoided and might well result, if uncovering 
techniques were to be used. Realistic perception and appropriate 
emotionality and regulation of emotion needed addressing. It would 
only be clear after some time whether S.T. would successfully start to 
address the core of her difficulties. Emerging evidence of trauma in the 
past and especially how S.T. understood concepts of herself persuaded 
me after consultation with her social worker to cany out joint family
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work with the social worker to address what had been recommended 
but never carried through. Five parallel sessions of family work with a 
review were agreed. We borrowed from Falloon's model (1982) of 
working with families of schizophrenics and solution focused therapy 
(deSchazer 1985). Each session was videotaped. Each session 
contained circular questioning and reflection with individuals being 
asked to scale answers and to paraphrase answers. By working with her 
social worker it was planned that further work in the community could 
be undertaken.
Implementation of the Action Plan
The first session began by setting the ground rules for communication. 
All family members attended. The family were given the following 
tasks: what could all the family do to help S.T.? After ten minutes of 
discussion the family were asked a series of questions : how did you 
feel in the discussion? what did you learn from the discussion? what 
can you improve in your discussions? how helpful was the discussion? 
Considerable paraphrase was used at this point. The social worker and I 
then took a break, consulted and fed back what we considered was 
good news from the observed session. We followed this up after the 
session with a letter setting out this good news and what we thought 
could be improved as well as the homework and topic for the next 
session. At the second session the video of the first session was 
viewed and the family encouraged to discuss what they had hoped to
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achieve. We asked them to rate their ability to solve problems through 
arguments. We asked how they felt, what they had learnt from 
watching the video, how they saw one another and their feelings, what 
they could improve and how helpful the session was. We left the room 
and then returned to tell them further good news. We told them that we 
thought they were regulating and expressing their feelings in more 
assertive ways than observed previously. At this session the family first 
voiced the idea that they had never thought of arguments as solving 
problems. At the third session we restated our commitment to problem 
solving and communication. We recalled the letter sent between 
sessions. We explained carefully how to assert oneself- for example, 
look at the person, speak calmly, maintain a facial expression, tell the 
other person how you feel and how matters can be resolved 
(Linehanl993). We then gave the family the problem of how they 
could all make the impending Boxing Day visit by S.T. successful .We 
used the flip chart to map ideas. At the fourth session the news was that 
all had gone well on the visit at Christmas. When we then asked the 
family to consider two problems- how anger was expressed in the 
family and the secrets they kept from one another, S.T. and her sister 
became more and more excited. The session had to be ended when the 
two girls became hysterical. S.T. tried to self harm herself and had to 
be restrained. At the fifth session S.T. apologised for what had 
happened and expressed concern that she could not assert herself or 
control her feelings properly in situations. She blamed her sister for
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starting things and revealed that she often bullied her. We began to 
discuss the family genealogy. Using a genogram we discussed what 
solutions past family members had found to similar problems. This 
session also contained a review where we agreed some benefits had 
occurred and that further family work could only take place after more 
individual work with S.T. on her birth origins as her early chronology 
was now apparent.
Outcome
There had been a reduction in S.T’s self harm as evidenced by the fall 
in the number of critical incidents reported. There was also a fall in the 
number of recorded restraints for angry displays that S.T. made. At the 
review all members of the family said that the work had been painful 
but helpful. S.T. made progress in the unit after this for sometime but 
became anxious again when she had to move. Follow up with S.T. was 
maintained over the next two years. After a successful period in a 
smaller setting S.T, very soon threatened and demonstrated sufficient 
self harm to be placed in an adult mental health ward. She then went to 
an adolescent psychiatric unit where attempts at psychodynamic 
therapy produced further self harming attempts. When last heard of 
S.T. had been moved to an adult ward with a diagnosis of 
‘schizophrenia’.
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Clinical Perspective
The work would have would have continued but for the social worker 
moving to another post. The five sessions showed the possibilities of 
work addressing problem solving and communication within families. 
They also highlighted that those working in this situation had to have 
more time to carry out the work. The need for clear structure and a 
didactic approach to stress management, emotional regulation and 
interpersonal effectiveness became clear. Again the small amount of 
time precluded schema focused work that might have proved beneficial 
to S.T. but the preparatory work had been done for future intervention.
Comments applicable to all three case studies 
The three case studies illustrate some of the work carried out with the 
young people detained in secure accommodation. They highlight 
aspects of work in what is often a chaotic setting for chaotic people. 
They represent the potential for intervention rather than the ideal. For 
the ideal to happen there would need to be more time, resources, and 
training within the unit and provision of aftercare services. This would 
complement even greater use of parent and foster parent training. There 
is a need for more evaluative and robust research to look at what works 
for young people with complex criminogenic and mental health risk 
factors. To date our knowledge of programmes that can address such 
matters is in its infancy and we should not be fooled into thinking that 
‘off the shelf packages’ dealing with anger management, sexual
56
offending or arson will heal the wounds of adolescents who have 
grown up in abusive households to become children chronically 
traumatised. Affecting such development will not be quick or easy. It 
will not be effective either without the proper infrastructure of policies 
and procedures about treatment, decision making, reviews, role clarity, 
clarity of care plan, communication and leadership. The current 
changes proposed by the Youth Justice Board in the delivery of 
programmes might provide such an infrastructure. However success 
cannot be guaranteed. Effective treatment is not possible without the 
appropriate number of trained and experienced staff who have the 
necessary confidence cohesion and support to carry through treatment 
programmes
One can talk of four principles of effective service delivery (Grahame
1999) which these case studies illustrate: a) The risk principle-one
should match the range and intensity of clinical intervention with
resources; clinically address relapse and harm to self; and forensically
assess reoffending and harm to others, b) The need principle -
interventions should address identified needs; clinically address
psychiatric/psychological disorders; forensically address criminogenic
needs, c) The responsive principle- interventions should match the
patients motivation, and ability; clinically and forensically provide
programmes of the right nature, intensity, duration, pace and
sequencing, d) The integrity principle- interventions should be
grounded in the literature, documented internally, there should be
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explicit treatment input, trained and supervised personnel delivering 
interventions, clear standards behind the interventions, and these 
should be properly audited and evaluated.
The case studies illuminate creative possibilities that need more 
systematic and controlled replication as well as evaluation. The three 
case studies illustrate the need for a specialist service which deals with 
young people who find themselves in trouble with the law. The children 
described above cannot make use of an open psychiatric ward and 
present a level of risk that the community should not accept without 
proper backup and accommodation. Therapeutic intervention has to 
take place within a legal framework. All three adolescents have 
sufficient criminogenic and mental health needs that cannot be dealt 
with by community mental health services at level 1. The knowledge 
and expertise to deal with such children needs to be developed as part 
of the CAMHS model. A full proposal for a forensic service for 
adolescents arose out of the work with children such as those described 
above. The proposal for the service is set out in full in Appendix 1 and 
has been submitted to the Health Authority.
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SECTION TWO : Academic Dossier
Review 1
Young People who sexually abuse 
A Critical Review of Psychological Models and Treatment
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Introduction
The literature on young people who sexually abuse is sparse. The most 
recent general review of the literature is that by Vizard (1995). Our 
knowledge of adolescent sex offenders is limited. Home Office statistics 
for 1998 showed that 33,200 sexual offences were recorded. Of these 
6400 resulted in cautions. 1500 of these (23 per cent) were committed by 
people under 21. The vast majority were committed by young men who 
appear to go on to a lifetime of sexual offending and child molesting: a 
conclusion which makes the search for a comprehensive theory of sexual 
offending an urgent reason for understanding the efficacy of treatment 
interventions. Developmental issues related to physical, emotional, social 
and cognitive development make young people who sexually abuse 
different from adults. The following paragraphs explore these areas in 
greater depth to show the limits of the literature and how far it helps the 
clinician.
Characteristics of adolescent sexual offenders and their relevance to 
the clinician
Sexually abusive adolescents can be described in terms of their 
characteristics but it is apparent that these characteristics can contribute 
little to the debate about the aetiology of these behaviours. While some 
characteristics observed at disclosure may represent aetiological factors 
others may represent risk factors. This is seen firstly in the age of 
adolescent sex offenders. Most tend to between 14 and 15, as young as
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eight (Kahn & Chambers, 1991) or as old as 19 (Becker, Kaplan, 
Cunningham-Rathner, & Kavoussi, 1986). Others report a mean of 15 
with an age range of 11-18 (Richardson, Graham, Bhate, & Kelly, 1995).
Many (Hoghudhi 1996, Fehrenbach 1986, Nangle & Hansen 1993) 
report problems with social skills, which though broadly recognisable in 
the clinic, are interpreted differently by academic and clinician alike. 
Thus Becker and Kapplan (1993) found higher rates of withdrawal and 
social anxiety in their group of sexual abusers compared with non sexual 
delinquents. They reported more of the sexual abusers were bullied at 
school and had fewer friends or social contacts than the non sexual 
delinquents. Others, such as Awad and Saunders (1991), have suggested 
that physical violence is more common in the background of young sex 
offenders than is sexual victimisation. Richardson, Graham, Bhate, and 
Kelly, (1995), however, found externally corroborated evidence that 41 
per cent of their sample of abusive boys had been sexually abused with 
about half subjected to penetrative acts. Awad and Saunders (1991) 
suggest the incidence of prior victimisation is higher among molesters 
than assaulters highlighting the range of actions that make up the 
spectrum of sexual offending. Nor is the evidence consistent when one 
examines the mental health status of adolescent sexual offenders.
Bagley’s sample (1992) experienced hyperactivity, anxiety, depression,
suicidal ideas and poor self concept when compared with non sexual
offenders. Richardson et al (1995) found that none of their 100 
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adolescent abusers had suffered from a mental disorder though many had 
the problems associated with persistent antisocial acts. They did note that 
30 per cent of their sample had set fires highlighting a connection 
between arson and sexual offending that the clinician frequently finds.
School difficulties are cited by a number of authors. Adolescent abusers
are likely to have low IQs and are verbally very articulate. They are likely
to have significant difficulties at school and be poor achievers (Kahn &
Chambers, 1991; Saunders & Awad, 1988). Richardson et al (1995)
found that almost two thirds of their sample were chronic truants, 44 per
cent had statements of special educational need and 78 per cent
presented behaviour problems at school. These descriptions however
apply to many young offenders who present to psychological services
and are not confined to sex offending. Fagan and Wexler (1988) make
the point that adolescent abusers tend to come from somewhat less
disorganised and criminal families and to have engaged in less
delinquency than other delinquents However, several studies have
highlighted their unstable family backgrounds, parental separations,
violence, experience of physical abuse and neglect and that only about a
third live with both parents (Awad, Saunders, & Levine 1984; Bagley
1992; Fehrenbach, Smith, Monastersky, & Deisher, 1986). There is
increasing evidence to suggest that child molesters come from less
disorganised and deprived families (Awad & Saunders 1989).
Richardson et al (1995) found that 73 per cent of their assaulters came
from social class V. They also found that over 50 per cent of their 100 
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youngsters had no contact with the natural father and came from families 
where parents had separated with a history of parental violence towards 
the children.
Whilst one has to clinically question whether poor parenting is confined 
solely to sex offenders this emphasis on family development in the 
literature does coincide with clinical experience of adolescent sex 
offenders. The lack of emotional development, repressed feeling and 
covert anger that is so frequently seen in abusing young men who present 
to psychological services is consistent with marked family difficulties. 
Within the clinic situation the other characteristics can be explained as 
secondary to or developing from the faulty modelling, thinking and 
emotional development within the family. It is rare that one sees an 
adolescent sexual abuser whose offence can be explained solely because 
of a deficit in social skill, age or learning abilities. The development of 
sexually abusive behaviour for the clinician has to take place within a 
learning context where others have modelled poor emotional and 
thinking skills leading to abusive experience and mental disturbance.
Definitions and Models of Child and Adolescent Sexual 
Development
The task of building a comprehensive model of sexual offending or
sexual offender is difficult and plagued with assumptions and confusion
For the clinician there are difficulties being restricted to a legal definition 
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if we are trying to understand behaviour that is developmentally 
inappropriate and where our focus is upon treatment rather than 
punishment for the individual. We have to guard against an ethnocentric 
view of psycho-sexual definitions of normality and abuse (Currier 1981). 
It would appear that ultimately there is no universal standard for optimal 
child rearing or for child abuse and neglect only a presumption of healthy 
and unhealthy development (Currier 1981)
For the purpose of this review readers are urged to accept Palmer’s 
(1995) definition as the most useful when considering the parameters of 
adolescent sexually abusive behaviour in that it is helpful for both 
assessment and treatment planning:
Young people below the age of 18 years who engage in any form of 
sexual activity with another individual, that they have power over by 
virtue of age, emotional maturity, gender, physical strength, intellect 
and where the victim in this relationship has suffered a sexual 
exploitation and betrayal of trust. Sexual activity includes sexual 
intercourse (oral, anal or vaginal) sexual touching, exposure of sexual 
organs, showing pornographic material, exhibitionism, voyeurism, 
obscene communication, frottage, fetishism, and talking in a 
sexualised way. We should also include any form of sexual activity 
with an animal and where a young person sexually abuses an adult.
The clinician is open to a number of influences in building a model of 
sexual offending. These may be influenced to a greater or lesser extent
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by frameworks such as the feminist, (MacLeod & Saraga, 1991), the 
family, (Fishman 1988 ; Vander Hey 1992), or the psychoanalytic, (Gay
1988). Psychological perspectives of sexually abusive acts are also 
important in the construction of this model and include functional 
analysis, (Nelson, Roberts, & Smith, 1999 ; Samson & McDonnell, 
1990), the diathesis stress paradigm (Herbert 1991) as well as distinct 
aspects of learning theory contained in classical conditioning, operant 
conditioning and social learning to explain an individual’s functioning 
( Ryan 1989 ; Weissberg 1982).
One can take the all or nothing perspective of DSM IV (American 
Psychiatric Association 1994) where young sexual offenders are 
considered as adolescents with conduct disorder. Such a classification is 
not a developmental explanation and is all embracing. It does not 
highlight underlying psychological processes in development nor the 
incremental nature of multivariate factors in individual differences seen 
in the clinic context.
For clinicians working with adolescent as opposed to adult sexual
offenders any model of sexual normality or deviancy has to have in
addition a developmental perspective. A developmental model of
appropriate and inappropriate sexual behaviour assumes that individuals
will learn at different and individual rates what society expects, what are
the consequences and alternatives of particular behaviours, and what a
voluntary and mutual decision is. If one strictly follows Piaget (1926) 
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individuals will pass through different stages in relation to sexual 
behaviour as they do in relation to morality and language. The latter are 
intimately woven into sexual development. Of especial importance are 
the development of linguistic concepts such as consent, compliance and 
co-operation. Maturity, developmental level, functioning , experience 
and understanding what is proposed play major parts in any 
developmental model of sexually abusive behaviour by an adolescent. 
Such a model of human sexuality is not static but dynamic, not 
stereotyped but individual.
Learning mechanisms such as experimentation, structured teaching, 
chance happenings, copying, guided experience, experiencing rewards 
or experiencing boundaries are integral to a developmental model of 
sexual behaviour and misbehaviour (Barbaree, Marshall & Hudson, 
1993). Social learning and the modelling provided by parents, caregivers 
and peers are relevant to explanations of sexual understanding, 
knowledge, and behaviour in young people (Laws & Marshall, 
1990).Young people who sexually abuse can be understood as 
individuals who have acquired faulty learning notably in emotional areas 
or had poor role learning models especially parenting models.(Marshall 
& Barbaree 1990).
When we turn to some of the discrete models of adolescent sexual
offending we do not find a level of developmental detail that the clinician
needs in a comprehensive model to make assessment and intervention 
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comprehensive. What the clinician finds are insights, partial explanations 
and emphases rather than comprehensive coverage.Thus Ryan (1991) 
lists juvenile sexual behaviours into four areas:
‘normal, yellow flag, red flag and black flag’.
She proposes an abusive sexual act has three elements: the use of force 
or coercion, sexualised interactions which are inappropriate for the 
partner and partners who are not peers. O’Brien and Bera (1986) 
proposed a seven strand phase typology. This phase typology explains 
the origin of sexually abusive acts in cultural factors, socialisation, 
chaotic families, enmeshed families, rigid families, and imbalances of 
status. Abusers develop from naive experimenter to under socialised 
child molester, pseudo sexualised child molester, sexually aggressive, 
sexually compulsive, disturbed impulsive, and group influenced. Whilst 
the typology alerts us to the wider context and the different levels of 
learning unfortunately as with all typologies its reliability and validity is 
not based on scientific psychological evidence. Finklehor’s (1984) model 
is open to the same criticism. On this model there are four stages: 
motivation to abuse, overcoming internal inhibitions, overcoming 
external inhibitions, overcoming the resistance of the child. Ryan and 
Lane (1991) proposed the sexual assault cycle that unlike the previous 
models does not attempt to explain the causes of sexual assault as the 
self reinforcement and repetitive nature of the behaviour. Of all models 
that shows the complex interaction of many variables in sexually abusive 
behaviour the stress/diathesis model (Davison, & Neale, 1990) is most
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compatible with adolescence. Figure 1 diagrammatically presents this 
model.
The main criticism of all the above models is that they do not give us an 
empirically derived theoretical model to explain why juveniles commit 
sexual crimes rather than another deviant act. It may be that sexually 
deviant acts are fundamentally no different to other deviant acts. None of 
the models adequately define the psychological processes that explain 
why the individual young person specifically sexually abuses Clinical 
experience does not show any of the models adequately explains the 
range of sexual abusers who present for assessment and treatment. The 
stress/diathesis model is the most helpful of these models to the clinician 
in that it provides a template of the interaction of factors that might 
account for an individual’s development. However, the model applies to 
all human beings and is not specific to sex offfenders. More effective 
clinical work might come from a linking of this model and the model of 
how violence develops as set out in Monaghan (1994).
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Figure 1 : The 10~factor clinical formation o f causation (adaptedfrom Clarke 1977 by 
Herbert 1991)
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Clinically one would wish to see a model that gives centrality to the 
development of anger, and its varied expressions as well as the 
development of acute and chronic trauma from early childhood to early 
adolescence. Although as previously noted some theories give attention 
to social learning and conditioning (Laws & Marshall, 1990) attachment 
(Marshall & Barabaree, 1990) and still others advocate an integration 
of the role of learning experiences sociocultural factors and biological 
processes to account for sex offending (Barbaree et al, 1993) for the 
clinician such models provide no answers. The theoretical models do not 
provide explanations that address denial, change of feeling and thinking 
but propose that like a withered tree the adolescent sex offender has no 
future except in terms of risk minimalisation.
It is apparent that if we are to build a comprehensive model of adolescent 
sexually abusive behaviour we have to look at the overlap between many 
areas of research. Areas such as coercive family patterns, power, 
aggression, violence, and bullying are examples. Such research has to be 
placed side by side with that into healthy and unhealthy sexual 
development and explain the pathways of development with more than a 
global descriptor such as ‘conduct disorder’.
Models of Psychosexual Development
The task of building a comprehensive model of adolescent sexual
offending is made that much harder by our lack of a model of what
‘normal’ sexual development is. The Freudian and Ericksonian models 
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of psychosexual stages are still the most widely used clinical models of 
development across the life span that incorporate continuity and 
integration. Standard texts on child development (e.g. Mussen, Conger & 
Kagan, 1979) use these models to give frameworks of sexual 
development that we accept as axiomatic.
^Normal 'prepubertal psychosexual development 
Examples of these assumptions are as follows: between 0 and 2 gender 
identity is fixed. The child explores its genitals and gains pleasure from 
itself. From 3 to 4 gender is reinforced. There is more genital 
manipulation and body exploration with other children. Attitudes 
towards the opposite sex begin. Identification with the same sex parent is 
established. From 5 to 7 the child develops sexually oriented fantasies 
and ambivalent feelings towards the opposite sex. From 8 to 13 modesty, 
menstruation, body change, peer identity and separation from parents is 
foremost. From 13 body changes, stronger sex attraction, sex role, 
appearance, masturbation fantasies take centre stage with parents no 
longer regarded as sexual authority figures.
If one accepts these assumptions sexual offenders are presumed to have
failed to negotiate these stages successfully or had faulty learning along
the way. Assesment by the clinician examines how far the presenting
individual is in line with these milestones and intervention by the
clinician then seeks to address the deficits. Unfortunately the evidence is
assumed rather than empirically based. Systematic studies of sexual 
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behaviour of adolescents are comparatively new and only began in the 
1940s (Downs &Hillje, 1993).
More recent studies have emphasised the complex developmental picture 
which is nearer the experience of the clinician in clinic. Gil and Johnson
(1993) give a broad and detailed account of childhood sexuality. They 
discuss the sexual development of children along seven different lines, 
making important distinctions between biological areas and sensual- 
erotic, cognitive and behavioural aspects as well as gender, socialisation 
and relationship issues. The conclusion they reach is that there is no such 
thing as a normal standard of sexual behaviour in all children.
Constantine and Marinson (1981) remark that:
In this little known territoiy of childhood are contained the core 
material from which our adult sexuality is formed. Our basic sexual 
identity as male or female; our primary erotic orientation to the same 
and opposite sex; what arouses us sexually and what turns us off; our 
sense of security and comfort as sexual beings; our sexual fears and 
preoccupations; all these and more are fixed or first established in 
childhood.
Finklehor (1983), Freidrich et al (1991), Goldman and Goldman (1988), 
and Gil and Johnson, (1993), estimate that between 40 and 80 per cent of 
children engage in at least some sexual behaviours before the age of 13
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such as masturbation, kissing and cuddling. What we know about sexual 
knowledge and behaviour before 13 is limited.
Martinson (1981) gives a detailed account of the sexual development of 
infants showing it to be a period of information gathering with limited 
understanding yet fundamental awareness of pleasure and pain. Bem 
(1989) discussing 2 to 6 year olds concludes that the relationship 
between children’s knowledge and behaviour during this time is not 
clear. Less than Iper cent of children below five have any knowledge at 
all of intercourse but by 5 they are able to appreciate the general 
geography whence babies come. Their use of sex words at 4 does not 
carry any real understanding. Maturation accompanies greater 
exploration, language development, masturbation and the practising of 
actions such as kissing (in line with Piagetian cognitive development). 
From 6 to 12 although more sexually inquisitive and aware that they can 
have sexual feelings children have a limited capacity to work out ‘means 
- ends relationships’. While more prone to engage in sex games such as 
‘I’ll show you mine if you’ll show me yours’ and play ‘fathers and 
mothers’, ‘doctors and nurses’ by seven very few children know about 
sexual intercourse. At 5 or 6 mention of sexual activities are mainly 
associated with kissing. The conclusion is that the knowledge and 
behaviour of children of this age is still unsophisticated in developmental 
terms.
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From 4 to 8 children begin to acquire knowledge of the physiology of 
intercourse, gain more concrete ideas of marriage, and how babies are 
created but still do not combine all these into a coherent whole. From 7 
to 9 children enquire more about their parents’ sexual activities as they 
acquire knowledge of the mechanics of how babies come into existence. 
Sex words and jokes become more common. Sexual feelings can be 
aroused by external stimulation and sex play can turn into what appears 
more serious such as attempted intercourse or mutual masturbation. 
Between 9 and puberty there is often an indifference by both girls and 
boys to the opposite sex.
Such broad knowledge has not been without implication for the clinician 
both in the past and in the present. With such a low empirical knowledge 
base, clinicians are likely to ignore certain behaviours, go with hunches 
and these days err on the side of caution. Thus when witnessing 
internalised sexual feelings in prepubertal children alarm bells should 
ring that the child may have experienced abuse, poor learning and 
development.
A comprehensive model of normal sexual development should be able to
explain cognitive, emotional and moral development and how they
interact. Once again we find partial explanations that give insight rather
than completeness. Before puberty most children simply do not have the
intellectual ability to work out hypothetical consequences. Therefore they
cannot give informed consent. Middle childhood is a time of conscious 
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imitation (with parents providing role models) for moral and emotional 
development that will have been absorbed unconsciously before. Just as 
all of us develop intellectually at different rates the same is true of moral 
development and sexual development.
Kohlberg (1976) has outlined three levels of moral development: the 
preconventional, conventional and postconventional. Each level is 
divided into two stages. Just as operations are the key to Piaget’s stages 
of intellectual development, conventional moral development is the key 
to Kohlberg’s stages.
The child at the preconventional level interprets moral situations in terms 
of physical consequences (e.g. punishment) or out of deference to power 
or prestige (e.g. the desire to avoid trouble). The child at the 
conventional level interprets moral situations in a conforming 
(conventional) way first by wanting to please others and later by showing 
respect for authority and because of a desire to maintain the social order 
for its own sake. The adolescent at the post conventional level makes 
independent moral judgements: he recognises that the rules of the social 
order are somewhat arbitrary and makes decisions in terms of general 
ethical principles and his own conscience. Like Piaget, Kohlberg 
maintains that children must pass through the lower stages to get to the 
postconventional stage.
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Clinical practice shows that few people reach the postconventional level 
Many sexual offenders seen in clinic find it impossible to go beyond the 
preconventional level. Such a consideration makes it difficult for both 
clinician and client to engage in treatment and often leads to the 
withdrawal of treatment by the clinician.
‘Normal ’  Adolescent sexual development
Adolescent sexual development has attracted more attention than that of 
smaller children. Amongst juveniles there is considerable variation in 
terms of cognition, onset of menarche and puberty. Scott-Jones and 
White (1990) claim that juveniles whose mothers were poorly educated 
and had lower educational expectations of themselves were more likely 
to be sexually active.
One assumes a progression from touching and kissing through sexual
petting to full intercourse within adolescence (Miller, Christopherson &
King 1993, Smith & Udry 1985). An increase with age of sexual
intercourse is accepted as the norm. Scott Jones and White (1990) claim
that many children first engage in sexual intercourse at age 12. Miller,
Christopherson and King (1993) reviewed research conducted in the US
and reported that 53 per cent of young women between the age of 15 to
19 claimed experience of intercourse. 5 per cent of young males reported
intercourse by the age of 13 and 80 per cent by the time they had reached
19 years. Meyrick and Harris (1990) give a comprehensive view of
trends in adolescent sexual behaviour. They point out that the average 
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age for sexual debut is 17, that risk taking behaviour is part of sexual 
behaviour. They link family, race and socio-economic status, peers and 
the media all affect contraceptive use and pregnancy. Other studies 
have shown that first intercourse has implications for later sexual 
behaviour-for example the selection of friends who are also sexually 
active (Billy Landale, Grady and Zimmerle 1988). Friedrich, Gambsch, 
Broughton, Kuper and Beilke (1991) carried out a questionnaire study 
with the mothers of 880 two to twelve year olds. A variety of sexual 
behaviours was considered normal; increased sexuality in the child was 
linked to a measure of family nudity and increased behaviour problems. 
This same study found a decline in children’s overt sexual behaviour 
with age and in both sexes. Family influence, especially that of older 
peers and whether parents talk to their children about sex are critical in 
the onset of sexual activity with the younger teenager (White and 
Deblassie 1992). For the clinician examining the literature on 
psychosexual development shows how little is known about ‘normal’ 
psychosexual development and how individual differences play a role in 
cognitive, moral and emotional development associated with 
psychosexual development. Such a review highlights the need for a 
systematic assessment of sexual experiences, emotional and cognitive 
ability and cognitions as well as family development both for risk and 
when designing a treatment programme.
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Treatment and Outcome
Davies and Leitenberg (1987) warned ‘Controlled comparisons between 
treatment and no treatment and between one form of treatment and 
another... do not exist’. Examination of those treatment studies that exist 
emphasise the conclusions of the previous two sections namely that 
theories of adolescent sexual abuse are not developed enough to 
intervene or enable prediction of who responds to treatment and who 
needs treatment most.
Vizard (1995) lists 21 published outcome studies. The studies are mainly 
American with heterogeneous samples. Consistency of treatment 
components, and measures of these across studies are lacking. 
Treatment programmes are basically of two types: community based and 
residential. What constitutes a treatment programme varies. Will (1994), 
Bourdin et al, (1990) concluded that multisystemic therapy was superior 
to individual therapy for a sample of juvenile outpatients. However there 
was not a consensus as to what this meant theoretically and what was 
being evaluated. Crowe and Kettle, (1992) found five categories of 
facilities for treatment none of which used the same treatment or key 
components and none of which were evaluated.
Programmes include a mixture of the following: group work, cognitive
behavioural tasks and methods, educational, behavioural and
psychosocial treatments. These claim to address denial, and
minimisation, deviant sexual fantasies and arousal, lack of victim 
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empathy, accurate labelling and validation of the offenders own feelings, 
distorted cognitions preceding and following offences, sex education and 
improving interpersonal skills (Ryan et al, 1987 ; Scavo & Buchanan,
1989). For the clinician working with adolescents the difficulty is 
identifying which component is most effective and how much time 
should be given to each component for maximum effect. The literature 
does not help the clinician address the real issues of working succesfully 
with denial, minimisation or changing empathy.
Measures of success and failure of outcome of treatment are inconsistent 
across studies using these variables (Scavo & Buchanan, 1989). 
Recidivism or reduction of re-offending is most commonly cited as the 
measure used in both residential and community programmes. However 
recidivism is defined in different ways in different studies, by different 
professionals, in different places. The term itself is deceptive given that 
most reoffenders are never caught and that those who are caught may not 
be successfully prosecuted..
The relationship between adolescent and adult sexually abusive
behaviour is poorly understood. Studies which use recidivism rates as the
criteria of success do not explain what aspects of a treatment programme
are clearly linked to risk reduction. Thus Smith and Monastersky, (1986)
followed up 112 adolescent offenders for an average of 29 months after
treatment and found that 14 of them offended sexually and 35
reoffended non sexually. Becker (1990) in a follow up over one year of 
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205 adolescent offenders reported that only 5 reoffended sexually. 
Disconcerting as such results are it is even more puzzling that the earliest 
study by Doshay in 1943 carried out over 6 years in a follow up of 108 
untreated adolescent sex offenders found that just two of them 
reoffended sexually. Elkins (1997) in a 15 year follow up study of 66 
untreated abusers who were mostly self reported undetected rapists 
found that 22 per cent were sexual recidivists but 78 per cent committed 
non sexual offences. Further untreated longitudinal studies are required.
If one takes the view that outcome is not just recidivism but other 
changes ( e.g. cognition, behavioural, social, interpersonal) in a person’s 
behaviour the inconsistency continues. Sapp and Vaughn (1990) 
reviewed 30 juvenile sex offender treatment programmes in American 
state institutions identifying behavioural, biological and psychological 
regimens. They discovered that 338 therapies and techniques were being 
used with different measures across different therapies.
Developmental differences between adults and adolescents are important 
when deciding on such measures. It is both ethically and practically 
contentious to use measures such as plethysmographs and sexually 
explicit video with adolescents.
We do not have the clinical research base across enough adolescent
subjects over a long enough period to tell us how we can judge
successful change in denial, cognitive distortions, emotional loneliness, 
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victim empathy, emotional congruence, social competence, self esteem to 
be sure that treatment has been successful. It is no wonder that, given the 
multivariate nature of sexual offending, Stevenson, Castillo and Sefarbi 
(1989) said that total cure is not a valid goal in treatment and that control 
and reduction in behaviour were better goals. Hollin (1990) found that 
social skills training had some effect on social behaviour but little effect 
on reoffending. Those who use treatment that focuses on moral and 
social deficiencies ( Margolin 1983) have not only a long time to wait to 
assess success but find it difficult to define success in these areas.
A closer look at the 21 studies shows that the number of subjects is small 
ranging from 16 to 350. Follow up periods range fi’om “not known” to 6 
years. Published outcome studies tell us more about what we need to 
know about treatment than what works.
Kahn and Chambers (1991) looked retrospectively at 10 specialised 
treatment programmes delivered in out patient and institutionalised 
settings. 221 subjects aged 8-18 with a median age of 14.7 took part. 
Treatment was eclectic with a focus on sexual deviancy. Less than 25 per 
cent of subjects left treatment because they had satisfactorily improved. 
The authors concluded that ‘surprisingly few variables were found to 
have a significant relationship to reoffending’.
Those who blamed their victims and used force were likely to commit
new sexual offences. Although the outpatient group were less likely to 
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reoffend sexually than the imprisoned, this difference was not 
statistically significant. Therapists accurately identified those who posed 
low risk but overestimated those who presented high risk. Only 14per 
cent of those who were rated high risk went on to commit more sexual 
offences. The authors draw attention to the difficulties of getting 
accurate data on recidivistic activities given it is often covert. One can 
argue that clinical studies that include only a small subset of sex 
offenders (the detected ones) may bias our understanding of sexual 
assault. One consequence may be that therapists are relying on irrelevant 
information in their prediction of future risk.
Becker, Kaplan and Kavoussi (1988) and Hunter and Santos (1990) used 
cognitive behavioural programmes with plethysmograph measures. The 
sample in both was small - 24 aggressive male sex offenders from a 
population of inner city minority subjects aged 13-18 referred by the 
criminal justice system in the former, 28 adolescent male abusers in the 
latter.
Although both report success reduced arousal to deviant sexual tapes and 
paedophillic cues there are no normative responses for erectile responses 
in adolescents. This is acknowledged by Becker, Kaplan and Kavoussi 
(1988). Long term outcome measures are non existent. Hunter and 
Samos suggest that cognitive behavioural treatment can effectively 
change deviant arousal behaviour and call for further investigation to
86
determine how long treatment should be and exactly which approach- 
satiation or covert sensitisation- is most effective.
Bagley (1992) in a follow up of 20 sexually assaultative adolescents and 
controls seen at 3 monthly intervals over 2 years reported that 7 of the 
sexually assaultative group (35 per cent) and none of the controls 
admitted they had engaged in sexually assaultive behaviour following 
discharge from treatment. The offences they committed were three rapes 
against women and five against boys. Bagley (1992) highlights that there 
are a small number of assaultative adolescents whose offending will 
escalate in adulthood unless intervention happens.
We know what makes dangerous adult sex offenders - namely if they 
have the following characteristics - a sexual preference for children, 
previous sexual offences, general deviant interests, extrafamilial stranger 
victims, a history of family breakup, and previous criminality (Fisher & 
Thornton, 1993). We do not know enough about these in adolescence 
apart from extrafamilial stranger victims and previous criminality loading 
high risk.
Conclusion
Future research needs to take more account of the developmental
differences between adolescents and adults. Adolescents are presumed to
be more strongly influenced by peers, less likely to consider long term
future consequences of their actions, more impulsive, more likely to 
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engage in risk and weigh the costs and benefits of decisions differently 
from adults ( Fried & Repucci, 1999).
The literature on adolescent sexual abusers and outcomes does not 
generally take this into account in either model or treatment. 
McConcaghy, Blaszczynski, Armstrong, & Kidson, (1989) argue for a 
more intensive follow up rather than treatment given the urges 
adolescents are under. They argued that adolescents are more likely to 
relapse than an adult.
Adolescents present as persuadable about the benefits of undergoing a 
programme in contrast to those who have a long history of offending. 
Although too many present as hardened and unable to address their 
victimisation experiences, young sex offenders should have more 
potential to address these experiences than those three times their age. 
This issue is not addressed in the literature. What becomes clear from 
looking at models of adolescent sexual abuse, psychosexual development 
and treatment studies of adolescent sexual abusers is that our theoretical 
models are not developed enough to enable prediction. The main 
implication for the clinician is that curent treatments are not optimal or 
empirically based but in need of long term prospective evaluation as to 
what constitutes treatment and which components are necessary and 
effective.
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Clinicians who work with adolescents do not see them in isolation from 
their history or family context. There are too considerable literatures that 
impinge on the practice of the clinician dealing with children and 
adolescents. One can name coercive parenting, stress, bullying, chronic 
trauma, sexual abuse, domestic violence and family therapy as but a few. 
We need to bring together both adult and child literature in these areas 
and others if we are to progress in our conceptual models. Longitudinal 
empirical studies are required in almost all areas of the literature.
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SECTION TWO : Academic Dossier
Review 2
Child And Adolescent Arsonists;
A Critical Review Of Psychological Approaches To 
Understanding And Treating Arson
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Introduction
There is a small, growing literature on child and adolescent arsonists. Any 
review has to take account of the adult literature and extrapolate in part 
from there to the adolescent child population. This review takes a critical 
overview of psychological approaches to understanding and treating arson 
and identifying gaps in the literature.
The Psychological Importance of Fire: Developmental 
and Pathological
Humankind’s fascination with fire from early times is seen in the 
anthropological collection of the Golden Bough (Frazer, 1963). In the 
Jungle Book (Kipling, 1901), as in Aeschylus’ Prometheus myth (Murray, 
1937), control and use of fire separates humans from other beings.
As many as 40-60 per cent of children aged between 3 and 12 as part of
‘normal’ psychological development engage in some firesetting such as
striking matches (Kafrey, 1980). Fewer engage in ‘deviant’ fire play -
inappropriate fire interest, excessive fire watching, fire fascination,
excessive fire play, compulsive collecting of fire paraphernalia and false
alarm setting (Fineman, 1995). Still fewer go beyond group firesetting to
solitary firesetting to become pathological firesetters. A psychologically
disturbed (pathological) individual becomes an arsonist (a legal
designation) when he/she commits ‘any wilful or malicious burning or
attempt to bum with or without intent to defraud, a dwelling house, public
building, motor vehicle or aircraft personal property or another.’
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Recent figures show the importance of detecting firesetters as early as 
possible. In Britain in 1996, there were 90,500 recorded malicious fires, a 
jump of 7 per cent on the previous year. These fires resulted in 136 
fatalities and 3,284 serious casualties. Police rarely arrest children below 
10. Estimates of firesetting therefore focus upon juveniles between 11 
and 18. It is estimated that 60% of fires set in large cities are started by 
persons in that age group (Webb, Sakheim, Towns-Miranda, & Wagner 
1990). In 1996 of the 1574 sentenced for arson offences 91 were aged 
10-13. Of those under 17, supervision orders were made in the case of 190 
offenders and 27 were detained under a Section 53 order. Cautions were 
given in 918 cases. In 803 cases the offenders cautioned were aged 10-17 
(Arson Prevention Bureau 1999).
Explanations and Models of Adult Arson
Clare, Murphy, Cox, and Chaplin, (1992) describe three approaches to 
adult arson- the psychodynamic model, typologies and the cognitive 
behavioural model. These influences have affected child and adolescent 
models.
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The Legacy of Freud: Psychodynamic Typology
For I think my hypothesis- that in order to gain conrol over fire, men 
had to renounce the homosexually- tinged desire to put it out with a 
stream of urine- can be confirmed by an interpretation of the Greek 
myth of Prometheus, provided that we bear in mind the distortions 
which must be expected to occur in the transition from facts to the 
contents of a myth. These distortions are of the same sort as, and no 
worse than, those which we acknowledge every day, when we 
reconstruct from patients’ dreams the repressed but extremely 
important experiences of their childhood. The mechanisms employed in 
the distortions I have in mind are symbolic representation and turning 
into the opposite.
So wrote Freud (1932) in The Acquistion and Control of Fire. His 
assumption that the primary motive for firesetting is sexual has had a 
lasting, detrimental effect upon accurate evaluation of both adult and 
juvenile firesetter. This is all the more remarkable considering how little 
Freud wrote on the subject of fire.
Early psychological intervention was designed to address motivations 
behind the psychiatric classification ‘pyromania’. From the nineteenth 
century through to the 1940s juvenile firesetting was associated with 
sexual deviance, repressed sexuality, and sadism. DSMIV (American 
Psychiatric Association 1994) describes pyromania as ‘an impulse control 
disorder’ and lists three of the five diagnostic criteria in terms of sexual
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drive. Other firesetting and arson committed by an adolescent falls under 
the umbrella term ‘conduct disorder’. Later psychoanalytic authors have 
developed Freud’s connection between fire and micturition explaining 
pyromania as ‘urethral eroticism’ (Klein, 1932 ; Fenichel, 1945).
Others developed a typology of arsonists based on the psychosexual 
stages. Grinstein (1989) highlighted the anal and oral stages as providing 
aetiologies for incendiarism which represented diffusion of the aggressive 
and libidinal instincts. The Freudian view is essentially built upon the 
Greek myth of Prometheus and as such is not scientifically provable or 
disprovable.
Other Typologies and Classification
Lewis and Yamell (1951) undertook a major investigation into 
pathological firesetters. They excluded those who set fires for profit 
(rarely a motivation for juvenile firesetting). Lewis and Yamell (1951) 
subdivided the rest into: motivated firesetters, pyromaniacs, volunteer 
firemen, would be heroes, vagrants, those with related sexual activity and 
psychotics. Moll (1974) classified group firesetters into ‘political 
saboteurs, vandals and rioters’ However, there is nothing exclusive to 
arsonists about these different motives.
Sakheim and Osborn (1986) carried out a study of 22 firesetters and 20
matched controls. They concluded that distinct subgroups of firesetters
existed and suggested that assessment of ego development might lead to a
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meaningful subdivision of firesetters along psychodynamic lines. They 
later identified seven subgroups - ‘the curiosity or accidental firesetter, the 
cry for help firesetter, the attention seeker firesetter, the would be hero 
firesetter, the adolescent seeker of excitement or sexual pleasure and the 
psychotic firesetter.’
Fineman (1995) classified firesetters into pathological and non 
pathological subdividing the latter into ‘the curiosity type’ and ‘the 
accidental type’. The pathological were subdivided into: ‘the cry for help 
type, the delinquent or antisocial type, the severely disturbed type, the 
cognitively impaired type, the sociocultural type, the wild land firesetter 
type.’Several studies (McKerracher & Dacre, 1966 ; Inciardi, 1970) have 
noted that arsonists as a group fall into a number of different diagnostic 
categories including schizophrenia, alcoholism, antisocial personality 
disorder, drug dependence and organic brain disorder. Adolescent 
arsonists have long been classified as having a ‘conduct disorder.’Indeed 
Patterson (1982) describes firesetting as simply an extreme form of 
antisocial behaviour. Such a global classification does not help to tease out 
distinctive features of arson as a way of behaving nor does it explain the 
thought and affective paths that arsonists follow.
Empirical evidence fails to support arsonists being sexually motivated by
fire (McKerracher & Dacre, 1966 ; Bradford, 1982 ; Koson & Dvoskin,
1982 ; Fineman 1980). The hypothesis is that a sexual overlay may
develop when the arousing aspects of firesetting become confused with
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sexual arousal. This is most likely in arsonists who have difficulty in 
accurately perceiving their emotions and labelling them (Bumpass, 
Fagelman, & Brix, 1983) and in the onset of pathological arson during 
early puberty. The development of identity is particularly important within 
adolescence.
Prins (1995) concludes that present classification systems confuse the 
motivations and characteristics of arsonists to produce overlapping 
typologies that do not help in understanding the distinct varieties of arson. 
Prins admits his classification is an amalgam of others. As with all 
typologies (e.g. Faulk, 1982 ; Inciardi, 1970) no empirical studies have 
tested potentially contradictory ways of distinguishing between different 
types of arson and arsonist. Consequently there is no clear direction to 
take when deciding on a treatment or punishment for a particular 
individual firesetter.
A Focus on the Characteristics of Adult and Juvenile Arsonists
One way of treating firesetting is to look for early warning of anyone
likely to engage in such behaviour and intervene. This approach (Kazdin
& Kolko, 1986 ; Kolko & Kazdin, 1986a ; Kolko & Kazdin, 1986b)
proposes a model of firesetting risk factors and identification of
firesetters on the basis of these factors. Another approach identifies
subgroups of firesetters and deals with the characteristics of each. Once so
identified a range of treatments can be identified for each group and
evaluated. Icove and Estepp (1987) took this approach although their
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perspective was from an investigative (offender profiling) persepective 
rather than a clinical one.
The literature on adult and juvenile arsonists shows they tend to have 
relatively low IQs. (Yamell, 1940 ; Lewis and Yamell, 1951 ; Nurcombe, 
1964 ; Wolford, 1972 ; Bradford, 1982). Estimates of teaming difficulties 
or poor school performance range from 43 per cent (Gmber, Heck, & 
Mintzer, 1981) to 70 per cent (Kaufman, Heims, & Reiser, 1961). They 
are said to receive less schooling than those charged with similar offences 
and have poorer employment histories with a significantly greater 
proportion having unskilled jobs (Bradford, 1982). Others draw attention 
to the view that they experience a high incidence of physical abnormality 
(Lewis & Yamell, 1951 ; Jackson, 1989). Still others argue that they are 
inadequate in social situations although the exact nature of this varies with 
individuals (Harris & Rice, 1984). Others claim they have inadequate 
relationships with their parents (Nurcombe, 1964 ; Kanner, 1957, 
Vandersall & Wiesner, 1970 ; Bradford, 1982). Other studies report that 
young arsonists have a high incidence of physical abuse directed at them 
by parents (Stewart & Culver, 1982). All studies have indicated physical 
and emotional abuse in the majority of subjects (Yamell, 1940 ; Lewis & 
Yamell, 1951 ; Kaufman, Heims, & Reiser, 1961, Vandersall, & Weiner, 
1970 ; Gmber, Heck, & Mintzner, 1981).
The literature additionally shows that 90 per cent of child firesetters were
male (Yamell 1940 ; Lewis & Yamell, 1951 ; Strachan, 1981) and that
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the fathers of young arsonists are often absent from home (Kafrey, 1980). 
When present his relationship with the child is improverished. Fathers of 
children who engaged in fireplay were perceived as more negative than 
fathers of children in non fireplay group. The mothers of fireplay children 
confirmed this. Over half the fathers and half the mothers of arsonists 
suffered from antisocial personality disorder and psychiatric disorder 
(Stewart, & Culver, 1982).
As stated previously, not all fire-setters show the characterisitcs cited nor 
is it clear what the relationship of the characteritics to fire-setting 
behaviour is. It is sobering to look at these findings in the light of the fact 
that most of the research from 1940 to 1980 (particularly into juvenile 
firesetting) was based on skewed sampling. Very few studies used control 
groups and standard research measures to produce reliable and valid 
results. Among the large studies that have been carried out on juveniles 
the following are notable: Wooden and Berkey, (1984), Showers and 
Pickrell, (1987), Kolko and Kazdin, (1991) and that by Sakheim, Osborn 
and Abrams (1991).
Wooden and Berkey in their book (1984) focus on the reasons why young
people set fires. Their findings are based on a sample of 104 young
arsonists arrested in a four year period beginning in mid 1979 in San
Bernardino County of Southern California. Of this sample, which was not
randomised, some sixty nine firesetters and their parents completed a
detailed parental background questionnaire, a behavioural checklist
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completed by the parents on their children and a child interview 
questionnaire. Data was added from another 34 cases who did not actually 
complete the questionnaires. A control group (matching age, race, sex, and 
family background) of eighty three non firesetters and their parents also 
completed the questionnaires. Plans for another group of juveniles who 
had been arrested for offences other than arson did not materialise.
As well as this analysis, however, the authors report further structured 
interviews with 536 juveniles arrested for setting fires on school property 
during a seven year period and with 128 fire fighters that had recently 
started a fire safety programme to help rehabilitate juvenile firesetters. 
Their work records several interviews with those who investigated the 
arson cases and those who work to rehabilitate them such as clinical 
psychologists, psychiatrists and probation officers.
Wooden and Berkey’s research identified four types with different
rehabilitaiton treatments appropriate to each: the playing with matches
type, the crying for help firesetter, the delinquent firesetter, and the
severely disturbed firesetter. In a series of chapters devoted to case studies
of many of the children and adolescents as well as statistical analyses they
highlight the importance of stress and family background in the
development especially of the more severely disturbed arsonist as well as
abusive backgrounds. In discussing treatment they consider different
interventions appropriate for different ages recommending educational
programmes, and behavioural modification as central to all but the most
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severely distrubed fire-setter. They draw attention to the “big brother” 
approach in the Firehawk programme and Fineman’s classification system, 
behavioural intervention with the family, and a psychodynamic approach 
with older adolescents. In discussing the treatment for the more severely 
disturbed they draw attention to the Intensive Treatment programme and 
the Special Counselling Programme. The latter deals with the more 
psychopathic and antisocial youth by behavioural modification, problem 
solving, assertiveness, anger management and group therapy. The former 
sought to address the bordeline presentations of the patient by addressing 
their ‘splitting’ defence mechanisms and passive aggressive emotional 
vulnerability. With Fineman they argue that the future should be about 
education and early intervention in the families of young arsonists.
Showers and Pickrell, (1987) studied the characteristics of 186 firesetters 
and 165 age- and sex-matched controls at two state psychiatric hospitals 
for children, six community mental health centres, and a children’s 
medical hospital. 82 per cent of the juvenile firesetters were male. Their 
average age was 10. Findings failed to corroborate results of other studies 
that suggested correlations between firesetting and enuresis, sexual 
conflicts, low intelligence, large family size, economic deprivation, 
adoption, and a diagnosis of psychosis. However, the study supported the 
finding, reported in other studies, that firesetters tend to have conduct 
problems, such as disobedience and aggressiveness.
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It concluded that firesetters experienced significantly more emotional 
neglect, physical abuse and foster care placement. Firesetters were 
significantly more likely to come from families where the parents abused 
drugs or alcohol and never married. Although differences in IQ were not 
found firesetters had poorer academic attainment. Firesetters had higher 
rates of social difficulties than matched controls. The results underscore 
the importance of parental nurturing and early intervention for children 
abused and neglected.
Kolko and Kazdin (1991) compared 133 firesetters, 34 match players, and 
140 ‘no fire’ controls. Parents of the 133 firesetters, aged 6-13, completed 
the Fire Incident Analysis to permit classification of the children as high or 
low on each of the primary motives of curiosity and anger for firesetting 
and to document details of the child’s most serious incident within the 
previous twelve months. An effect of curiosity was found on measures of 
psychopathology, firesetting risk and fire involvement whereas an effect 
of anger was found on measures of firesetting risk and the behavioural 
correlates of individual incidents. On these parent report measures 
firesetters scored significantly higher on externalising behaviours and 
lower on social competence when compared with the other groups. They 
scored higher on secretiveness, covert behaviour and lying. On self report 
measures they scored lower on assertiveness than ‘no fire’ controls yet 
significantly higher on aggression. The researchers pointed up lack of 
social skills and social competence in the firesetters. They also
acknowledged the limitations of their assessment of motivation.
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Sackheim, Osborn and Abrams (1991) studied 50 children in residential 
treatment: 25 match players and 25 multiple firesetters. Differences 
between the two groups were found on 5 variables ( p<.01): inadequate 
superego functioning, excitement in watching fires, poor social 
anticipation, rage at insults or humiliations, cruelty to younger children or 
animals. Sakeheim at al comment:
These children have learned to express their intense anger over 
rejection, neglect, or deprivation indirectly because the mother or 
sometimes the father represents all the security they have left. They are 
afraid that were they to express their anger directly through 
complaining misbehaving or fighting with parents or siblings they 
would risk being punished or rejected altogether.
Recent research links alcohol and matemal/patemal depression and 
arsonists (Repo, 1997). Violence, marriage and remarriage and associated 
pain and anger have long been part of thinking to explain and address 
firesetting. Despite popular notions that fire interest and play is relatively 
benign in young children, Hanson (1997) recently showed that, as with 
older children, firesetting in preschoolers can be associated with serious 
child and/or family psychopathology.
Vreeland and Levin (1980) concluded after summarising the benefits of 
research between 1940 and 1980 that researchers know little about 
aetiology and less about the treatment of arson.
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Cognitive Behavioural Models : The Dynamic Behavioural Model 
and the Functional Analysis Model.
More recently, Fineman (1995) describes the qualitative analysis of child 
and adult fire deviant behaviour. He uses what he terms ‘a dynamic 
behavioural model’ in which motive, sequence and psycholegal arguments 
are addressed. The psycholegal analysis is of importance in that 
dangerousness is addressed within the context of the legal terms ‘wilful’, 
‘malicious’ and ‘reckless’. Harm to self, others’ property, and continuation 
are important dimensions of the act of arson. This analysis is a 
development of his 1980 paper where he outlines the need to consider the 
following in assessing the danger posed by an individual arsonist: 
Individual, family and environmental factors, environmental historical 
contingencies and immediate environmental contingencies.The first 
describes maladjusted family behaviour and background, past delinquent 
behaviours, poor school attainment and learning difficulties as well as 
deep repressed rage at family dysfunction with no adequate skills to 
express these feelings. The second encompasses experience with fire, 
matches, lighters and negligent modelling of fire behaviour by adults The 
third includes access to ignition materials, absence of supervision and the 
rationale for gaining attention from adults, peers or fire fighters. The final 
part of this assessment model is to link all three areas with the future 
probability of risk to self and others.
Jackson et al (1987) describe ‘the functional analysis model’. Essentially
a cognitive behavioural model it proposes a model of what constitutes
111
recidivistic arson (see figure l).The behavioural components of the model 
consist of antecedent events, behaviour and consequences. The 
antecedents include cognitions and feelings as well as development that 
predisposes individuals to recidivistic firesetting behaviour. The model 
outlines the hypothetical role of cognitions (such as desire to change a 
situation, perceived inability to effect social change) in maintaining 
firesetting behaviour.
Jackson (1987) highlights adverse social conditions and personal 
inadequacies as predisposing psychosocial disadvantage. Poor parental 
relationships, dissatisfaction with life and self, ineffective social 
interaction, specific social stimuli, as well as triggering stimuli, go towards 
combining the complex development, external and internal world that the 
arsonist faces. The behaviour and its consequences show how 
psychopathology is reinforced and maintained.
In comparison with the previous models Fineman’s and Jackson’s models 
in part take on board the developmental history of the individual. Both 
models allow one to intervene at the intrapsychic, interpsychic and 
community level. The former model also attempts to look more at 
interconnections with risk models. It does not present an actuarial model 
of risk.
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Figure 1 : Jackson*s functional analysis o f recidivistic arson
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Raines and Foy (1994) comment:
The typical juvenile firesetter is a male who has likely experienced 
emotional neglect and/or physical abuse and who has poor academic 
performance and other social problems. These children express more 
anger and aggressiveness and are less socially competent than non 
firesetters. Carefully controlled research suggests that the act of 
firesetting is qualitatively different from many delinquent acts in that it 
does not involve direct confrontation with the intended victims. We 
believe that this finding stems from 1 firesetters internal subjective 
perception that they have no legitimate or lawful way to express 
aggressive feelings and 2 their external objective confrontation with 
their own powerlessness and disenfranchisement within the wider 
community. Firesetting in groups and alone may differentiate 
pathological firesetters from others. Is this a developmental course that 
applies throughout maturation where maintenance and extinction 
usually end with the end of group firesetting but continue when the 
arsonist continues to set fires alone?
For the socially disadvantaged child fire may play a powerful vehicle for
obtaining attention from peers and parents. Where firesetters feel isolated
and rejected with little alternative avenues to improve their situation,
firesetting may provide greater contact with parents, thereby positively
reinforcing the firesetting behaviour. Negative reinforcement may follow
contingently upon firesetting. The child is recognised as suffering from
emotional problems and is protected from bullying or given a change of
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school. Parents may attempt to reduce incendiarism by not rowing or 
showing emotional turmoil in front of the child which is negatively 
reinforcing. The consequences may actually exaggerate the antecedents. 
Repetitive fire setters’ parents have been seen to adopt a more punitive 
approach to firesetting behaviour in contrast to the non punitive response 
of non firesetting parents (Siegelman & Folkman, 1971 ; Block, Block, & 
Folkman, 1976 ; Kafrey, 1980). Authorities adopt the same approach as 
parents and in their attempt to stop firesetting may not help.
Punitive responses encourage secretiveness in abused children. So the 
young arsonist sets fire alone more and more. Yamell (1940), Stewart and 
Culver (1982) noted that the consequences of firesetting episodes 
sometimes act to encourage progression from group fireplay to solitary 
pathological arson by encouraging the arsonist to be more secretive. 
Punitive consequences are likely to be avoided and as this happens so the 
positive consequences also become more limited. The young arsonist 
experiences conflict caught between fear of punishment and positive 
consequences. The extent of involvement in the aftermath is a competition 
between the two factors.
Koson and Dvoskin (1982) note the low probability of arsonists being
caught and with repeated firesetting, desensitisation to the fear of
discovery and punishment is likely to occur with each unpunished episode.
As arson fails to get the desired result a fmstrated increase in both the size
of the fire and risks of personal exposure are likely to result. When
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discovered, restrictions are likely to be imposed on the use of fire. Kafrey 
(1980) found that parents of repetitive firesetters forbade the use of fire. 
In institutions this restriction was more rigorously enforced. Consequently 
the young arsonist never has access to fire except under the strictest 
supervison. In terms of handling stressful situations which act as triggers 
for firesetting behaviour the young arsonist has little opportunity to 
develop appropriate coping strategies. The child father relationship is 
likely to deteriorate and become more negative and the child may be 
removed to an institution. These events may promote further feelings of 
rejection, low self esteem and perceived lack of self efficacy already 
present
Hill et al, (1982) suggest that arsonists may be more aware of the 
emotional states of others than violent offenders and therefore more 
receptive to social cues for non violent interaction.Few behaviours elicit 
such intense reactions from parents as fire-they are dramatic and the 
responses from parents and authority predictable. Kafrey (1980) reported 
that mothers had a major concern about teaching their children about fire 
and the proper use of it. For the arsonist fire may have special 
developmental significance although this may be difficult to detect.
Bumpass et al (1983) stress the trigger events for a series of emotions that
lead to firesetting. The type varies between arsonists and firesetting
episodes - e.g. restrictions of behaviour, rejection by others, and abuse.
Triggering events induce an undesired situation in which the arsonist feels
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powerless. Bumpass et al (1983) propose that the arsonist undergoes a 
sequence of emotions following a trigger and includes sad, lonely, feelings 
then intense anger, followed by anxiety, which immediately precedes 
firesetting. These strong feelings produce together a further feeling of 
being out of control or an irresistible urge. Studies which report that 
children can describe personal and environmental details of their 
firesetting incidents may help to identify those children most at-risk for 
setting additional fires ( Kolko & Kazdin, 1994),
Concentrating on Action Systems
Instead of imposing a theoretical model of the motivation or development 
of the arsonist Fritzon, Canter, and Wilton (2000) took an empirical 
approach analysing the files of 175 solved arson cases across England. 
They content analysed the files to produce 42 behavioural variables taken 
from witness statements and crime reports. A smallest space analysis was 
carried out. They proposed that arsonists can be differentiated by actions 
associated with their crime rather than only considering inferred 
motivations. The differences relate to the source of the action (inside or 
outside the acting system) and the locus of its actualisation (inside or 
outside the acting system).
The four possible combinations of source and locus give rise to four
dominant states that an action system can take: integrative, expressive,
conservative and adaptive. They propose that these four states characterise
four different thematic emphases that distinguish between arsons. Two
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relate to demonstrative acts a) those that actualise within the arsonist’s 
own feelings (integrative) being analogous to suicide and b) those that 
actualise externally (expressive) like the burning of symbolic buildings. 
The other two relate to instrumental acts c) those that are for personal 
indulgence (conservative) similar to personal revenge and d) those that 
have an external focus (adaptive) such as hiding evidence from a crime. 
These four themes were further validated by examining the typical 
characteristics of the people who committed the different types of arson 
and then linking these with the themes in firesetting actions. The model 
does not rely on interview data but on empirical behavioural indicators 
that distinguish different arsonists systematically. The model provides 
important material for assessment and treatment approaches. It enables the 
practitioner to examine the profile of an arsonist and look for the themes 
in their history and fire-setting and then evaluate the level of threat the 
person poses in terms of their fire setting in relation to other literature. On 
this basis it is then possible to consider whether behavioural control and 
boundaries are required as in the case of vandalism or more intensive 
therapeutic work is required as in the case of self harmers or depressed fire 
setters.
Treatment : Prevention Programmes 
Psychodynamic Approaches
Psychodynamic approaches to treatment no longer assume the patient is
struggling with phallic impulses. There is however an assumption that one
is working with either a neurotic, psychotic or emergent borderline
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personality. Neurotic children with overdeveloped egos seeking 
punishment for guilt are helped by supportive psychotherapy from an 
empathie therapist (Alvarez, 1991, Macht, & Mack, 1968). Therapy for 
borderline patients is long term and focuses upon developing whole self 
objects and bringing impulses under ego control (Chetnik, 1989 ; Parens, 
1979). Psychosis amongst children and adolescents is rare though noted 
by Kaufman (1961) and Vandersall and Weiner (1970). Psychotic 
firesetters may be hallucinating (hearing commands to set fires) or 
delusional (thinking that the fire will magic away bad situations ) (Yamell 
1940). Geller (1992) noted that arson may be communicative and act as a 
plea for a more restrictive environment. He suggested that treatment might 
incorporate dmg therapy to ameliorate the psychotic features and social 
skills training to act as a stress management technique.
Behavioural Programmes
Behavioural programmes are the oldest and most common treatment for 
juvenile firesetting and usually involve response cost (Holland, 1969; 
Carstens, 1982) such as carrying out a chore every time the child is found 
with a box of matches.
Other programmes involve positive reinforcement and stimulus satiation.
In the former the child is rewarded for every box of matches handed in
from a selection left around the house with social praise or nurturing
attention from the parents. Rebuilding the relationship with the primary
caregiver is central in many interventions (Dalton, Haslett, & Daul, 1986).
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In multicomponent programmes (Cox, & Jones, 1990) parents especially 
single parents are taught helping skills, strategies to maintain control and 
handle the anger of themselves and the child (Gunderson, 1974). The 
work of Patterson (1974), Webster Stratton (1995) and Herbert (1997) is 
well attested in this field.
In stimulus satiation programmes (Welsh 1971 ; Jones 1982 ) the child is 
taught the proper way to light a single match, how to extinguish it and how 
to clean up afterwards. He/She is then allowed unlimited practice. When 
the firesetter asks to stop they are paradoxically asked to continue. The 
programme is ended when the young person no longer wishes to start a 
session by striking matches. Holland (1979), Carstens (1982) and Kolko 
(1983) report on their success with this approach each eliminating their 
subjects firesetting behaviour within seven weeks. This works particularly 
well with curiosity firesetters who have been found to have less complex 
behavioural firesetting problems than other firesetters (Showers, & 
Pickrell, 1987) and children who play with matches who are thought of as 
setting out on a life of delinquency (Kafiy, 1980).
Family Interventions
Intervention through family approaches came about in the 1970s. Eiser
(1972) looked at the importance of addressing family communication
patterns, especially blocked patterns and role change. Minuchin (1974)
addressed firesetting by altering the structure of the family. The mother
was instructed to teach the child to become competent at lighting matches.
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In the process she gave time to the child and increased her proximity. 
Nurturance and limit setting were supported in the appropriate functioning 
of that subsystem. Using the same intervention as above a change was 
introduced into the family hierarchy by Madanes (1984) to develop more 
appropriate expression of affect for mother and son.
The centrality of restoring a nurturing relationship has already been 
emphasised in the previous section. Some therapists make exphcit the 
links between inappropriate behaviour such as drinking, anger, poor 
communication, inability and lack of permission to express feelings that is 
central to the development of the arsonists’ characteristics. Other training 
programmes emphasise the role of the father within the family (Jacobson, 
1985 ; Kazdin, 1986,1994 ; Showers & Pickrell, 1987)
Educational and Community Based Programmes
Although children are taught the dangers of knives and medicines the
replacement of fire by central heating has increased the risk that some
children wiU retain a childish belief about the control of fire and think of
fire fighting as little more than a game (Wooden and Berkey 1984).
Watson and Faust (1991) used a four session fire safety prevention skills
to educate children about the destructiveness of fire, how to handle fire
tools and fire escape. The approach makes use of concrete learning skills
and uses hands on activities to make learning fun and memorable.
Education programmes in fire are widely used in cities across America and
Australia.. In Australia the Melbourne Metropolitan Fire Brigade has
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developed the Juvenile Fire Awareness Intervention Programme and the 
Teenage Advancement Plan. The former aims to teach fire safety to 
firesetters using fire fighting counsellors and psychologists at the hospital. 
The teenage advancement plan involved four days of work experience at a 
fire station. Kolko (1988) evaluated sixteen programmes developed by the 
Federal Emergency Management Agency and thirteen programmes 
developed by the National Firehawk Foundation. There were few 
significant differences between the two groups. Both programmes 
emphasised detection and initial assessment of the firesetter and relied 
heavily on fire safety education as an intervention measure. In addition 
Firehawk programmes offered a service that matched firesetters with 
volunteer fire fighters who are role models.
Cognitive Behavioural Therapy
The assumptions behind cognitive behavioural therapy are that the
individual can take control of their actions. This is done by identifying and
challenging intervening feelings and irrational thinking behind the feelings
that leads to inappropriate action. The evidence to date is that cognitive
behavioural therapy is either inappropriate for many adolescents or
children who do not have sufficiently developed cognition or else
practitioners do not make use of the best materials, methods, motivation,
or spend enough time on task when practising cognitive behavioural work.
Spence (1994) has written a full review of cognitive behavioural work
with adolescents. With particular reference to child arsonists Bumpass, et
al (1985) used a interview- graphing technique that involved the
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interviewer asking the firesetter to plot a graph of emotional states against 
behaviours. The objective was to get the subject to identify their feelings 
when antisocial and substitute a more socially acceptable behaviour for the 
usually destructive behaviours produced. Me Grath, Marshall and Prior 
(1979) made similar use of the graphing technique and used role playing, 
modelling and rehearsal as a means of giving their subject an acceptable 
alternative to firesetting when in stressful situations. Stawar (1976) used 
structured fantasy to teach children how to handle ignition materials 
correctly. Cox Jones, Lubetsky, and Fultz, (1990) gave their subjects ways 
of recognising affective states and used role play to teach acceptable ways 
of expressing anger. Both groups arranged for lessons in fire safety fi'om 
the fire service but these did not appear to be crucial to the programme, 
Clare, Murphy, Cox and Chaplin (1992) looked at the individual treatment 
of an adult arsonist and reported no evidence of his setting further fires or 
hoax calls 48 months after leaving secure accommodation. Social skills, 
assertiveness training, alternative coping strategies and assisted covert 
sensitisation were all crucial ingredients to treatment.
Group Therapy
Zimpfer (1992) recommends group work using positive peer culture in 
social skills group settings. There are endless possibilities to be explored 
with juvenile arsonists in groups though the effectiveness of such work is 
still to be evaluated in the literature. McGrath et al (1979) used covert 
sensitisation as part of assertiveness training to address issues such as 
teasing.
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The limitations of current treatment models
For the scientific practitioner the psychodynamic approach in a clinical 
situation poses many difficulties when attempting to assess its 
effectiveness as a treatment. Psychodynamic approaches are not open to 
scientific replication and cannot be operationalised if one takes a rigorous 
approach to one’s evaluation design of treatment. Psychodynamic 
intervention is time consuming .In terms of effectiveness the approach is 
not open to scrutiny. It is often counterproductive for the patient in that it 
creates confusion and ambivalence rather than helps coping. One has to 
ask of any treatment what the objectives of the therapist/clinician and the 
patient are. The difficulties with referred adolescent arsonists is that they 
are often unaware of their own objectives at a conscious level and do not 
necessarily share the objectives of the therapist or any treatment 
objectives. The psychodynamic approach is not a panacea or empirical 
and is not appropriate for all who set fires. It would be inappropriate to 
rely on this intervention to provide solutions with children who set fires 
for curiosity, delinquent and the more disturbed. One can question 
whether the psychodynamic approach is even effective with the severely 
disturbed. There are many definitions of psychodynamic practice- for 
some it is the imposition of Greek tragedy and mythology on a modem 
world. The psychodynamic approach is more akin to a paradigm of 
english literature than applied science within psychology .When one 
considers the behavioural approach the clinician may question to what
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extent developmental issues and the concept of the person as being more
than a machine are addressed within the interventions described. The
clinical experience is that adolescent arsonists are thinking feeling beings
who can be contained by behavioural methods but who need to attain self
control- a concept that embraces much wider concepts than those
explained by the principles of behaviourism. Indeed behaviourism itself is
not an comprehensive empirical theory of human behaviour but is a set of
principles. Behavioural principles with adolescent arsonists are certainly
necessary in any treatment programme but only go so far in addressing the
extinction of fire setting behaviour. This is why the objectives of
treatment are crucial. If the objective is for the patient to completely
stop setting fires simple behavioural principles as outlined in the section
on behavioural approaches will not even address this objective. They can
reduce such behaviour, may not generalise beyond the clinic and if applied
badly punish the individual. Behavioural methods do not address the
depression, self harm, paranoid thinking and abusive experience of many
arsonists. Nor do groups address the individual differences to be found
among arsonists.Groupwork is at best an adjunct to individual work with
an arsonist and can be very useful in addressing issues of reahty and social
skills but is not appropriate to addressing the intra- psychic issues of the
seriously disturbed arsonist. The educative programmes do deal with
developmental issues and like behavioural approaches address the learning
difficulties often posed by arsonists, though unlike the behavioural, are
more ecological. However education is not therapy as is seen when
seriously disturbed arsonists and abused children do take the good advice
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they get on education programmes. No teaching or learning programme or
therapeutic programme is effective for all. Family intervention is open to
many of the criticisms already given. The families of arsonists often feel
estranged ftrom the middle class ethos of family therapy, and cannot break
out of their learning cycle at a point when outside professionals consider
they need to address issues that might lead to arson. The construction of
reality by the arsonist and his/her family is different from that of the
therapist.The learning that takes place within family work does not always
transfer beyond the session. As with psychodynamic theoiy family work is
interpreted differently by different people and has different models
underlying those clinical positions. We do not as yet know what
components of family work are essential and effective in stopping fire
setting behaviour if indeed that is the objective of treatment. If the
objective is to address issues of anger this can more easily but not
necessarily be done in 10 sessions. Cognitive behavioural therapy does
have a more empirical research background and stresses the importance of
co-operation and education between chent and therapist as well as
incorporating therapeutic concepts such as resistance,transference,
therapeutic contracts and time limited work. As a method of intervention
it is robust across areas such as drug use, depression, self harm, anger,
social skills. These are some of the areas which are often co-morbid with
fire setting among more serious frresetters. Again our knowledge of
treatment is as limited as our knowledge of the theory underpinning
fire-setting behaviour and that is why one caimot say with precision what
are the essential components, and duration of any programme to address
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the behaviour of arsonists. In summary there is no single treatment that is 
right for all arsonists. Therapy is an art that is informed by empirical 
research and practice. At the present time treatment cannot be said to be 
based upon enough empirical research or art.
Conclusion
Koson and Dvoskin (1982) state that despite the many problems facing the 
arsonist health, social and legal services often fail to jointly provide 
adequate treatment and support for this group. Not only do these agencies 
need to be more co-ordinated in practice in their work with young 
arsonists but others such as the Fire Brigade and Pohce need to share 
research.
Connections in the literature need to be made between young arsonists and 
the hterature on anger, divorce, depression, sexual offending and alcohol 
use and abuse within the family. There is a conflict of opinion as to 
whether fire-setters are suitable for therapy. Therapeutic interventions with 
adults and juveniles are rare and unevaluated on a large sample.
The models proposed by Fineman (1995) and more importantly by
Jackson (1987) and Fritzon (2000) provide the best current model for our
understanding of adult arsonists. Fineman’s model with its fireetting
sequence analysis, motive analysis, and psycholegal analysis enables the
clinician to take a systematic approach to the arsonist that enables a
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treatment plan that addresses the offence, the cognitive set and legal fiiture 
of the individual to be devised. Jackson’s model gives a clearer 
developmental perspective and more practical practitioner focus to 
intervention that fits comfortably with a cognitive behavioural model such 
as that operationahsed by Clare (1992). Fritzon’s model adds a dimension 
to our understanding of arsonists by linking offender characteristics with 
offence characterstics. Her model allows the clinician to look 
meaningfiilly at themes in the life of the offender and connect those 
themes with perpetrated acts of arson as well as future risk and design 
intervention in a way that preceding models do not. Neither model 
provides answers to the detail that Clare tries to address in his 
intervention- a fact which needs further research on the understanding of 
the emotions preceding firesetting and the temporal relationship with the 
triggering event, the emotional antecedents and incendiarism. The 
applicability of these models to young people and the developmental 
differences highlighted in this article need further exploration. More 
prospective research needs to address the outcome of therapeutic 
interventions using the components of Jackson’s and Canter’s model. In 
summaiy more empirical research is needed, especially more replication of 
single case studies across large groups of selected and unselected 
populations.
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SECTION THREE: Research Dossier
Psych.D. Research:
Young People in Secure Accommodation: 
Perceptions of residents, carers and teachers
APPENDICES:
M.Sc. Research : Contracting with Self Recording to increase
Academic output and quality with troublesome 
Top Juniors in a mainstream setting using single 
Subject Research Methodology.
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Abstract
Aims and Objectives:. The present research is part of an ongoing research 
programme examining the mental health needs which young people 
secured either under welfare or criminal legislation present and the most 
effective way of addressing these needs. The research is part of a 
programme designed to ask if the various groups ( those detained under 
Section 25 and 23 of the Children Act and those detained under Section 53 
of the Children and Young Persons Act 1933) in secure accommodation 
are different; if so how do they differ and whether it is possible to predict 
from their psychological profiles the future risks they pose.
Methodology The overall design of the study was to use a single cohort 
repeated measures with follow up study. Multiple measures using the 
Achenbach scales were used on all 111 subjects on entry. Repeated 
measures on exit had to be confined to a smaller sample of the whole 
sample due to operational difficulties of gathering complete data. The 
Achenbach scales were used because of their wide use in the literature 
dealing with adolescents who have mental health difficulties, behaviour 
difficulties and young offenders. The Achenbach scales provide 
triangulation of data by obtaining a rating of these difficulties from the 
young person, the carer and the teacher of the young person. An extensive 
background history file search of the young people was undertaken for the 
recording of predictors of criminogenic and mental health difficulties 
found in the literature.
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Results: MANOVA revealed that there were significant differences 
between the perceptions of the young people themselves and those of their 
carers and teachers. The MANOVA also revealed that there were different 
trends in the way the young people perceived those convicted, remanded 
and on welfare orders. Protected t tests confirmed the significant 
differences perceived by the young people especially on the Internal Total 
scale and the Internal Anxiety/ Depression scale (p<0.01). Stepwise 
multiple regression against the Hare Psychopathy Checklist - Youth 
version showed only small amounts of variance predicted by the 
Achenbach scales: Aggressive Behaviour, Child Behaviour Checklist 
(9.6 per cent), Internal Total, Child Behaviour Checklist (7.3 per cent). 
External Total, Child Behaviour Checklist (7.2 per cent). Anxiety / 
Depression, Child Behaviour Checklist (5.8 per cent). Aggressive 
Behaviour, Teacher Report Form (4.8 per cent), Withdravm, Youth Self 
Report (4.5 per cent). The background historical data were formed into 
indices to predict variance on the Achenbach and the Hare Psychopathy 
Checklist - Youth version. The background historical data did not predict 
any variance on the Hare Psychopathy Checklist - Youth version. Stepvrise 
multiple regression showed the Bereavement index to be the only 
significant predictor on the Internal scale score of the Youth Self Report 
(8.5 per cent) and the Total scale score of the Youth Self Report ( 5.5 per 
cent).
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Use of paired t tests indicated that the sub-sample of young people who 
completed inventories on entry and exit did not show significant gains 
though individual raw scores did show change.
Discussion: The results show some prediction of mental health problems 
from the historical background data and some prediction of risk on the 
Hare Psychopathy Checklist -Youth version. The result also indicate that 
care staff and teaching staff do not understand the anguish of the young 
people in the way they experience it. The results raised the question as to 
whether present assessment and treatment of mental health issues among 
this population can progress without far more accurate historical data and 
more systematic programmes of treatment.
Conclusion. The internal world of the young person in secure is poorly 
understood by carers and teachers even though there are some significant 
differences in the perceptions of the young people between themselves on 
psychological profiles. External professional but particularly social service 
staff, and care staff and teaching staff within the unit need more training in 
the assessment of mental health, risk and the recording of factors that help 
predict both.
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1 INTRODUCTION; A REVIEW OF THE LITERATURE
1.1 Children and adolescents in secure accommodation
1.2 General character of research
There is a dearth of literature on children and adolescents in secure 
accommodation. Whilst the general public will be familiar with the 
media coverage of Maiy Bell and the killers of Jamie Bulger few are 
aware of the psychological profiles presented by many more children in 
secure accommodation, or the antecedents of the behaviour that brings 
them there. Even fewer are aware of the interventions tried in secure 
accommodation and the effectiveness of such intervention. Research in 
all these areas is sparse. There are few follow up studies on those who 
go through secure accommodation and httle, if any, work on the crimino­
genic and mental health factors that lead them on to prison or secure 
adult accommodation. Most follow up research in these areas is lacking. 
The Dartington Team (Milham, 1981 ; Bullock, Little & Millham 1990) 
carried out a series of studies looking at the characteristics, treatment 
experiences, protective and predictive factors amongst this population.
The same authors (1998) identified five career routes that combined life 
route and process experienced by the young person -those in long term 
state care, those in long term special education, adolescent erupters, one 
off grave offenders and serious and persistent offenders. They identified 
the many routes into secure accommodation as shown in Figure 1.
145
Most of the literature is socio-legal in character addressing children's 
rights and the marginalisation of secure accommodation (Allen, 1990 ; 
Cawson, 1986 ; Hardy, 1989 ; Harris, 1993).
1.3 Research that addresses the voice of the child
Several studies ( Bailey, 1994 ; Boswell, 1996 ; Browne,1995 ; Jasper, 
Smith, & Bailey, 1998 ; Kurtz, Thornes, & Bailey,1998) have more 
recently addressed the backgrounds, characteristics and treatment of 
those so detained. Boswell (1996) highhghts the tension between tlie 
welfare and criminal justice system. Using structured interviews, after a 
background history file search, she showed how many of these children 
came from backgrounds of multiple abuse, depression and bereavement. 
Boswell's sample was a small one of200 and confined to those detained 
under Section 53 of the 1933 Act (See Appendix 2 for definition). The 
files of 78 adult prisoners, 59 Young Offender Institution inmates and 
63 Department of Health residents were scrutinized. Of this total 12 were 
women, 48 were black so broadly reflecting their proportions in the 
wider Section 53 population. The age range was 14 to 59 years and 
covered those detained under Section 53 (1) and 53 (2). Those detained 
imder Section 53 (1) have been found guilty of murder and those under 
53 (2) of offences which if they were adults would attract a sentence of 
14 years or more. Her sample does not include those detained under 
Section 25 or Section 23 of the Children Act. (See Appendix 2).
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Figure 1 : Routes to secure accommodation
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Information on file in 32 cases in 22 establishments were ambiguous and 
led to the interviewing of these subjects for an hour. Of these subjects 21 
were adult male prisoners, 8 were aged 17 to 20 year olds, and 3 males 
were in Department of Health estabhshments. Data may be incomplete 
and Boswell notes that the interviewers concluded subjects under 
reported their experiences and denied them rather than exaggerated them.
Definitions of abuse in this study were based on the four categories in 
‘Working Together’ (1991) : emotional abuse, sexual abuse, physical 
abuse and organised/ritual abuse. Loss was defined as ‘death of someone 
important and loss of contact with someone important- namely parent, 
grandparent, other relative, other carer, or fiiend.’ Boswell found that, of 
the abuse categories, 40 per cent of the sample had experienced physical 
abuse, and 72 per cent had experienced at least one or more categories of 
abuse. 57 per cent of the sample had experienced significant loss via 
bereavement or cessation of contact or both. In total 91 per cent had 
experienced one or both with 35 per cent experiencing both. Boswell 
hypothesises that if, as the study suggests. Section 53 offenders are 
suffering fi’om unresolved trauma, then it would be worth focusing work 
with them on its resolution. She refers to our current understanding of 
Post Traumatic Stress Disorder (Scott, & Stradhng, 1992) and the role of 
maladaptive schemata within cognition (Young, 1994) in producing a 
continuum between major childhood trauma and psychological morbidity 
later in life. Of particular note in this study were maladaptive schemata
148
that included subjugation, vulnerability to barm, emotional deprivation 
and loss.
Boswell points up the fact that it was a matter of some surprise to the 
researchers that there was little evidence from case files or interview of 
offenders with these traumatic backgrounds having been asked about 
these areas by professionals. The lack of a control group or figures 
available within the wider population of abuse and loss is a fimdamental 
weakness to the study. It is also a retrospective study. Boswell 
acknowledges these weaknesses and calls for prospective longitudinal 
research.
Blissett and Browne (1999) in research carried out at The Glenthome 
Centre Birmingham gathered data from reports on file on the care, 
family background, mental health, education and offending history of all 
residents between November 1997 and November 1998. During this 
period 34 new referrals arrived- 24 male and 10 female. The presence of 
physical and sexual abuse in the history of the residents was high, 
occurring either inside or outside the family for four out of five residents. 
The authors noted the lack of clear data recorded on file and the 
association of physical abuse with offending.
Puri, Lambert and Cordess (1996) carried out a study to investigate the
medical and psychiatric characteristics and needs of detainees held under
Section 53(2) of the Children and Young Persons Act 1933. A case-note
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study of all subjects detained under Section 53(2) at a Young Offender 
Institution was carried out and their psychologists and medical officer 
interviewed. The subjects had a high risk of having experienced family 
disruption, of psychoactive substance abuse, and poor educational 
progress, and they were more likely than the general population to be 
Afiro-Caribbean or of mixed race. They were psychologically vulnerable 
and could become suicidal when exposed to risk factors such as bullying 
and not being visited often by fiiends and relatives. However, there was a 
lack of information available about the subjects in many important areas 
including assessment of needs for special education, of truancy, 
expulsions, child guidance clinic attendance, and placement on child 
protection registers. It was not clear whether these young people had 
been significantly in contact with services as children or whether they 
had shpped through the net. They concluded that the most important 
finding was a worrying lack of information about this group.
Others have sought to discover what they term the voice of the child,
namely to ehcit the views and opinions of the young child through their
eyes rather than that reported as their views by carers and teachers. Such
research shows that the children so detained have very definite views of
their experience within secure settings (Craig, 1995 ; O’Neill, 1997). The
emphasis has been upon shared meanings, and paradigms that help,
looking at the individual's point of view to prevent them being seen as
institutionalized. In looking closer at the experience of these youngsters
within secure accommodation to see if they themselves think they derive
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any benefit, the research reveals httle that is creative and innovative in 
our understanding of the young people despite claiming methodology 
that would enable such results.
Craig (1995) carried out semi-structured interviews with 10 young 
people detained under Section 53(2) of the 1933 Act. This ideographic 
study was exploratory and the author did not seek to generalise his 
findings. However Craig argues that the study does provide a detailed 
and valid description of the social setting that provides the basis for 
wider studies. Craig considered that eight themes emerged as the most 
salient features of the young people’s experience in secure 
accommodation. These were around first impressions, and perceptions of 
life within a secure unit, aspirations, its appropriateness, punishment, 
educational experience, plans for the fixture and how to improve secure 
units. It is pertinent that the young people considered they needed more 
help with their mental health problems, drugs and anger management.
O’NeiU’s sample was drawn fi*om six local authority secure units in 
England during 1996 /1997 and consisted of 32 young people-13 boys 
and 19 girls, their social workers and members of staff and managers at 
the secure units. The sample of 32 young people (13 boys and 19 girls) 
consisted of 56 per cent who had been admitted under Section 25 of the 
Children Act and 44 per cent through the criminal justice route. Two 
units were single gender ( one girls and one boys) and four units were 
mixed genders.
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0 ’ Neill notes that only a minority of the key workers had the expertise 
to work with the young people or had the information about their 
backgrounds which would have enabled them to understand the 
behaviours which were presented. This, she claims, was particularly 
relevant in the mixed gender units where some male staff avoided 
working with females. She alleges they felt threatened by behaviours 
such as self harm. She considers that low priority is given to the 
provision of speciahst services especially therapeutic services.
Although O’Neill claims to have investigated under- researched issues in 
the use of local authority secure provision as a response to children in 
trouble, it is questionable whether her methodology of focus groups and 
thematic analysis did fill the gaps in the knowledge and understanding of 
secure accommodation fi'om the standpoint of boys and girls as 
promised. There is little of psychological rigour in this study. One is left 
with a distinct impression of the need for more studies expressing and 
understanding the psychological voice of the child. Both O’Neill’s study 
and that of Craig do not articulate how best to provide treatment fi'om 
the viewpoint of the individual young person or others.
1.4 Predictors of mental illness
Recent years have seen reports highlighting the incidence and prevalence 
of mental health disorders in children and adolescents as well as the 
effectiveness of treatment and demographic, socioeconomic factors that 
might relate to need. (Kurtz.et al (1998) ; Audit Commission, 1994;
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Report to the Health Committee of the House of Commons, 1997). 
These same reports concluded that there was a lack of coordinated 
services and treatment to successfully prevent and address the mental 
health difficulties of the adolescent population in general. (Kurtz et al 
1995 ; Audit Commission, 1994). The Report set before the House of 
Commons select committee (1997) identified various risk factors for 
mental health difficulties as set out in Figure 2.
Figure 2 Mental Health Risk Factors
CHILD RISK FACTORS
Genetic influences 
Low IQ and learning disability 
Specific developmental delay 
Communication difficulty 
Difficult temperament 
Physical illness especially if chronic and/ or neurological 
Academic failure 
Low self esteem
FAMILY RISK FACTORS
Overt parental conflict 
Family breakdown 
Inconsistent or unclear discipline 
Hostile and rejecting relationships 
Failure to adapt to child’s changing developmental needs 
Ahuse- physical, sexual and/or emotional 
Parental psychiatric illness 
Parental criminality, alcoholism, and personahty disorder 
Death and loss - including loss of friendships
ENVIRONMENTAL RISK FACTORS
Socio-economic disadvantage 
Homelessness 
Disaster 
Discrimination 
Other significant life events
153
Bullock, Little and Millham (1998) noted that the one off grave 
offenders were most vulnerable to future mental health difficulties. In the 
worst cases symptoms of previously latent mental illness requiring 
special hospital admission were predicted. With respect to their personal 
and social adjustment two years afl;er leaving speciahst interventions, 
three factors in combination were considered powerfiil predictors for any 
child: full term in a centre, the centre states that it offers psycho­
therapeutic treatment and the child is on any other career route than 
long term local authority care.
Bullock et al (1998) defined five career routes- long term state care, long 
term special education, adolescent eruptors, one off grave offenders, and 
serious, persistent offenders. They were clear that the treatment 
intervention made a difference - less the type of regime than the 
matching of intervention with identified needs. Where need was 
identifiable and change was achieved better outcomes within the career 
range were more probable.
The researchers found that treatment can make a difference even for 
those who enter with massive deficits. At the same time failure of a 
specialised intervention is not a reason to abandon all hope. Natural 
resilience or protective factors to do with family or personality may help 
to rescue an individual. There is no certainty of cure in the treatment 
offered even in the most sophisticated settings, but those who have no
experience of them generally fair far worse.
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Outcomes were best from specialist centres, next from the medium 
intensive local authority settings and worst from prison custody. These 
findings were true even when controlled for young person’s background, 
career routes and protective factors. Such a child is six times more likely 
to be adjusted two years on than if other conditions had apphed.
Cummings and Davies (1994) concluded that children with depressed 
parents are five times more likely to suffer from psychiatric illness than 
children without. Their sample is drawn from a clinical and not a forensic 
population.
1.4.1 Prevalence of mental ill health
It should be emphasized that adolescents who suffer from mental illness 
are rare as seen in the statistics presented to the House of Commons 
Select Committee (1997) when it enquired into adolescent mental health 
( See Table 1). This comparative absence of mental illness is confirmed 
in other reports dealing expHcitly with the young offender population 
(Kurtz 1997 ; HMSO 1996).
Although useful. Table 1 does not fully reflect the variation of estimates 
that occur within the decision making process as to whether a child is 
‘mad, bad or sad’. Comparisons with Europe and America are not 
possible. In its evidence to the House of Commons the Department of 
Health explained : ‘there are no strictly comparable prevalence rates of
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specific disorders in different countries’. Lack of comparability was due 
to “different characteristics of the target sample, the sampling method, 
the definition given to a ‘case’ and the assessment procedures”. 
Variations in the definition of illnesses and in diagnosis were also noted 
by the Department of Health who cited the lack of a universally shared 
concept of Attention Deficit Hyperactivity Disorder throughout the 
European Union, (see Figure 3)
Table 1 Prevalence rates o f mental illness in children and adolescents 
(  Statistics presented by the Department o f Health to the House o f 
Commons Select Health Committee 1997)
Condition and age of group affected Prevalence rate 
(percentage of age 
group)
Overall prevalence rate for mental illness 
amongst children and adolescents
7-20%
Overall prevalence rate for psychological 
problems
10-25 %
Emotional disorders (e.g. anxiety, 
depression, phobias, stress disorders) and 
conduct disorders (e.g. stealing, truancy, 
aggression, arson, delinquency) in children)
10%
Emotional and conduct disorders in 
adolescents
20%
Major depression in mid-childhood 0.5-2.5 %
Major depression in mid -adolescence 2-8%
Anorexia nervosa in 15-19 year old girls 1%
Attempted suicide in age group 15-19 400 per 100,000
Completed suicide in age group 15-19 7-8 of400 per 100,000
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The Department of Health made reference in the same evidence to 
projects seeking to harmonise these differences beginning in America, 
England and Australia. The classification system used to describe 
mental health is important when discussing the secured adolescent 
population. Although mental illness is not common it does present 
itself. Mental disorder is far more common (See Figure 3). In using this 
term, one implies the existence of a clinically recognisable set of 
symptoms or behaviour associated in most cases with distress and with 
interference with personal fimction
Figure 3 A Classification o f Mental Disorders and i f  found in 
secured adolescents (adapted from Department o f 
Health House o f Commons Select Health Committee 
Report 1997)
Emotional Disorders E.g.phobias, anxiety states and 
depression.These may be manifest in 
physical symptoms such as chronic 
headache or abdominal pain.
Conduct Disorders E.g.stealing,defiance,arson,violence, 
antisocial behaviour. Veiy common
Hyperkinetic Disorders e.g.disturbance of activity and 
attention, and hyperkinetic conduct 
disorder. Common
Developmental Disorders e.g. delay in acquiring certain skills 
such as speech, social ability, or 
bladder control. These may affect 
one area or be pervasive in learning 
and -development
Eating Disorders Anorexia, Bulimia and others. Very 
common
Habit Disorders Common Tics, sleeping problems 
and soiling. Very common
Post Traumatic Syndromes Chronic and under-researched in 
this population
Somatic Disorders Cluonic fatigue syndrome. Rare
Psychotic Disorders Schizoplirenia, manic depressive or 
drug induced psychoses. Rare but 
present.
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1.4.2 Psychopathy, personality disorders and risk in adolescence
More likely than full blown mental illness, the personality disorders are 
emergent or present in the young offender population. Central to 
understanding personality disorders is the psychological concept of 
psychopathy and risk. However, as Lynam (1997) says, adolescent 
psychopathy is a construct that still requires empirical vahdation. He 
notes that in adults psychopathy is uncorrelated or negatively correlated 
with intemahsing disorders that is measures of psychosis, anxiety and 
depression and general distress or neurosis and is positively correlated 
with externalising disorders that is diagnoses of substance abuse and 
antisocial personahty disorder. Hart, Forth and Hare (1991) are notable 
names in this pioneering study of adolescent psychopathy and the 
extension of risk assessment research using the Hare Revised 
Psychopathy Checklist with adolescents.
1.4.3 Adolescent psychopathology and its measurement
Research into adult psychopathology is quite extensive. Investigation 
into adolescent psychopathology is comparatively recent Achenbach 
(1997) has written extensively on the methodology of empirical 
assessment used to gather data on child and adolescent psychopathology. 
He has written on the constructs of the profiles obtained and their 
durability over time (1996), and the actual profiles (1980). Cohen, 
Gotlieb, Kershner, and Wehrspann (1985) have written on their validity 
and uses in prediction.
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The measures are linked with the DSMIV (American Psychiatric 
Association 1994) classification system and used extensively in 
American research into child and adolescent behaviour difficulties. Use 
of parent teacher and self report inventories make it possible to make 
cross informant correlations that provide a basis for research on 
differences between profile patterns with respect to aetiology, course, 
prognosis and responsiveness to interventions (McConaughy, Achenbach 
& Gent 1988).
The methodology of using triangulation enables the researcher to explore 
complex constructs that are not absolute but construed with different 
meanings by different observers. In one national study over a six year 
period delinquent behaviour and attention problems along with stressfiil 
experiences predicted most signs of disturbance. Stanger Achenbach, & 
Verhulst, (1997) using a longitudinal design (n=2600) over 14 years in 
Holland noted that scores for both aggressive and delinquent behaviour 
declined fi’om age 4 to 10. Subjects were assessed five times between 4 
and 18 years at two year intervals using their mothers as respondents on 
the Child Behaviour Checklist (CBCL). Scores for the aggressive 
syndrome continued to decline after 10 years but the scores for the 
delinquent syndrome increased until about age 17. Achenbach (1995a, 
1995b, 1995c) has posited that there are sex differences in the 
development of disturbance from pre adult to adult but that the early
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predictors remain quite stable. Once again a longitudinal design with 
matched subject pairs was used.
Lynam (1997) has looked at the predictive value of the Achenbach scales 
in relation to the Hare Revised Psychopathy Checklist with adolescents 
endeavouring to establish if psychopathy has a childhood manifestation 
that can be measured reliably. Although the sample was small and relied 
on the translation of an adult psychopathy assessment instrument using 
caretaker reports, Lynam did conclude that it is vahd to talk of 
psychopathy in adolescents and that such adolescents are serious and 
stable offenders, impulsive and more prone to extemahsing than 
internalising disorders.
Rutter and Smith (1995) proposed that in general population studies in 
Europe up to one in five children require professional psychological help. 
Gunn (1991) found that a diagnosis of primaiy mental health disorder 
could be made in a third of young men aged between 16 and 18 years 
who have been sentenced by a court. A third of those supervised by a 
large probation service were found to have a history of dehberate self 
harm (Wessley, Akhurst, Brown, & Moss 1996).
160
1.4.4 Psychological processes underlying poor mental health
The psychological understanding of the person who ends up with mental 
health difficulties rehes on the same social learning theory and an 
emphasis on cognitive processing as does any explanation of offending. 
One can posit faulty schemata and scripts being learnt by the individual 
over time when exposed to situations that generate faulty modelling of 
feeling, thinking and action that leads to bias and distortion. This 
processing takes place both within the exosystem of a young person’s 
models where parents come home fi'om bullying and stressful 
environments to model similar behaviour in the micro system vrithin the 
home. Bronfenbrermer (1994) and Plomin (1997) have adopted the 
bioecological model where genetics and experience converge as part of 
this learning by the individual within varied systems. The perceived 
environment is all important to the young person in their acquisition of 
models with scripts and schemata.
1.5 Predictors of Offending
Again the Dartington research team (1998) predicted that of the five 
groups (defined by career) they identified, those in long term state care, 
were likely to endure periods of custody, whilst adolescent erupters 
would turn to sophisticated delinquency such as credit fraud. Adolescent 
eruptors were defined as those who had been sheltered by long suffering 
relatives well into adolescence until their patience or staying power was 
exhausted and they asked social services to step in. One off grave
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offenders who did not admit their guilt, accept treatment or show 
remorse would remain in custody. The stay in penal establishments 
would be long and movement between prisons common, so weakening 
links with relatives. Serious and persistent offenders meant that 
continued offending dictated all else : frequent spells in custody, poor 
family relationships, numerous delinquent acquaintances and few if any 
friends. Those with long term special educational needs, would in 
extreme contexts find themselves in prison. More probably they would 
become inadequate adults supported by others with similar problems.
Mitchell and Rosa (1981) in a follow up study of Shepherd’s (1971) 
cross sectional Buckinghamshire survey found that 20 per cent of boys 
who had scored high on a behaviour problem checkhst completed by 
their mothers had committed at least one indictable offence by age 20 
compared with 10 per cent of a matched group of low scorers ( n=321). 
It was found that lying, stealing, destructiveness and wandering from 
home in childhood was related to subsequent early offending in early 
adult hfe.
Another prospective longitudinal investigation (Farrington 1995) 
identified a number of key characteristics which predicted later 
criminality in the group of boys studied (See Figure 4)
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Figure 4 Criminogenic Risk Factors {adapted from Farrington 1995)
CHILD CHARACTERISTICS
Conduct disorder symptoms 
Attention deficit, hyperactivity type symptoms 
Poor school attainment 
Low inteUigence 
Troublesome or dishonest in school
FAMILY AND ENVIRONMENTAL CHARACTERSITICS
Poverty 
Large family size 
Severe parental conflict 
Separation fi'om parents 
Poor parenting including poor supervision/physical neglect of
children 
Erratic and harsh discipline 
Parental criminal conviction
In more recent research Wright, McKenzie, Stace, Berg (1998) looked at 
a total of 171 children admitted to a psychiatric inpatient unit before age 
13 using criminal offences between age 17 and 25 years as the main 
studied outcome. About half the males and a quarter of the females had 
received at least one standard conviction by that time. The important 
variables Wright found for boys and girls were:
Figure 5 Criminogenic predictors in boys and girls admitted to 
a child psychiatric unit
Boys: Large family size
Parental criminality 
Diagnosis of conduct disorder
Girls Having been in care prior to admission to
psycliiatric unit 
Parental criminality 
Diagnosis of conduct disorder
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The study was retrospective and used a small sample but did address the 
absence of studies linking those who attend mental health clinics and 
later offending. The risk of future offending by girls who have been in 
care was noted by Rutter and Robbins (1990) who saw the gender 
difference as protection from the ill effects of family discord, neglect, 
and abuse but more damaging in the lack of parental continuity. More 
recently Rutter (1998) has looked closely at the psychosocial processes 
that underlie delinquent behaviour. In particular he draws attention to 
family characteristics such as teenage parenting, large family size, and 
broken homes and notes that the risk of future delinquency is associated 
with family discord and ineffective parenting rather than large families 
per se.
Rutter argues that poverty and social disadvantage are mediated by 
family conflict and depression as risk factors of future offending. 
Parenting is the central and critical risk factor in the young child’s fixture 
criminal career and poor mental health. Coercive or hostile parenting, 
abuse and neglect, ineffective parenting, and poor supervision are all 
predictive of futixre antisocial behavioixr. Rutter draws attention to the 
role of attachment processes (especially non verbal contact) and learning 
processes as responsible for the effects produced.
Thus faulty attachment processes imply damage to social development or
social bonding with parents and peers. Faxxlty learning processes imply
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the acquisition, maintenance, generahsation and adaptation of faulty 
cognitions and behaviour that has been inappropriately rewarded and has 
encouraged coercive behaviour patterns.
Rutter looks at the predisposing and interactive role played by 
attachment and learning on peer group influences, unemployment and 
unsuccessful education for those at risk of future containment in secure 
settings. By implication protective factors are related to positive peer 
relations, school achievement, positive response to authority and positive 
use of leisure time. The psychological model underpinning offending 
behaviour is like that underpinning mental health- one of an individual 
within varied ecological systems acquiring schemata and scripts that 
become part of cognitive processing of feelings and thoughts leading to 
behaviour. Rutter makes reference to the process of reputation 
management that can become so important for some in adolescence when 
the perception of the young person is that there is no further point in 
impressing parents and it is more important to impress peers with 
thoughts, feelings and behaviour. (Emler & Reicher 1995)
1.6 What does secure accommodation do?
Millham, Bullock and Hosie (1978) looked at three secure units. They 
found that boys who were secured presented with a number of problems; 
most had failed in previous placements because of violence or 
absconding. Some 25 per cent had been secured because they had been
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convicted of grave crimes and were sentenced to be detained at her 
Majesty's pleasure or for a determinate period. Millham et al (1978) 
argued that no single factor, such as the nature of the offence for which 
the boys had been convicted, showed why they had entered secure units.
‘Our studies of secure accommodation also show that young people get 
there by negotiation and process rather than because of consistent, 
identifiable problem behaviour or some serious personality disorder’ 
(Milham, 1980).
Milham et al (1978) concluded that secure accommodation met a number 
of needs. For some it gave the opportunity for therapeutic work, for 
others it was an end in itself. One of their main conclusions was that 
these children were casualties of the care system. Using recidivism as an 
index there was a high chance that these young people would return to 
secure accommodation or enter the custodial system. For example 26 per 
cent of the boys went into prison custody direct and of those released to 
the community 62 per cent entered custody within two years.
The study of the leavers firom Aycliffe Secure Unit (Hoghudhi, 1980)
indicated that while present the young people made great progress in that
there was a reduction in the extent and intensity of their problems
provided that they did not stay more than 15 months. Such a view does
not reflect the clinical reahty or individual needs of the young people in
secure accommodation. Clinically there is a failure to distinguish
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between children who require only a short stay in secure accommodation
for crisis intervention and those who require a longer stay to allow
sufficient time for long standing problems to be addressed. The secure
legislation does not take sufficient account of psycho-social treatment
needs but instead emphasises the individual’s right to liberty and uses the
adolescent’s perception of time as an argument to boost this democratic
ideal. Most secure accommodation orders are granted for three months
or less. Such a time scale is indequate for a child who has been
presenting serious behavioural problems for as long as fourteen years. In
addition it makes the clinician’s tasks of designing, and delivering a
treatment programme and evaluating its effectiveness for the child almost
impossible. Whether someone benefits fi'om 15 months secure
accommodation depends greatly on what they receive within those
fifieen months. For some fifteen months is not sufficient and they will
require a more tailored follow up programme or future which can only be
decided by the progress they have made and on the evidence available to
the clinicians and those charged with their care who are present. There
seemed little long term damage from being in secure accommodation.
The studies also indicated that the young people entering secure
accommodation were more damaged and sexually abused than those
previously admitted. Problems with home communities and families
appeared unsolvable. In 1990 Bullock, Hosie, Little and Millham
followed up those in the youth treatment centres. They found that more
work with families and interagency work needed to be carried out. More
use of housing and employment was needed in care plans after secure
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accommodation. 78 per cent of their sample of204 moved into the 
community. The other 22 per cent went to prison. Their conclusion was 
that secure units must tackle the following: poor social skills, low 
educational attainments, lack of motivation, shattered self confidence 
and social workers' anxiety. A salutaiy comparison with those who 
undergo intervention for mental health difficulties and those secured can 
be made. Almost all the interventions used for mental health problems 
need evaluation as to their effectiveness ( Kurtz 1995). See Figure 6.
In his overview of what works with young offenders Maguire ( 1995) 
highlights the flaws in the claims made for treatment and the need to 
evaluate clearly those programmes and factors that produce change in 
young people. Effective programs are those which: match risk with level 
of intervention, distinguish between criminogenic needs and other needs 
systematically match style of learning and teaching, are community 
based are multimodal, skill orientated in content and method and 
cognitive behavioural, are carefully planned, monitored and evaluated by 
aims and objectives.
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Figure 6 : Treatment shown to be effective or promising but in need o f evaluation 
(Adapted from  Kurtz 1995)
Pre-school Problem s
Conduct D isorders 
O ppositional D isorder
Delinqucncs
Panic D isorder
G eneralised A n iic iv  D isorder
Separation Anxicts'
^ o r a p h o b ia  
Social Phobia
Specific Isolated Phobias
O bsessive Com pulsive D isorder
Post-Traum atic Stress D isorder
Adjustm ent D isorder
Som atization D isorder  
Substance M isuse -T obacco  
Alcohoj 
-  M arijuana
H ard drugs or solvents
Depression i XI  X , X I x ; X
X X IDvsthvmia X X
X X I XParasuicide
X X  X XSchizophrenia & Schizoaffective Disorders
Bipolar Disorder  
Autism
X X
X X
Asperger's SvTidromc X  X
R ett's SsTidrome 
Tourctte's Symdromc { X X
I X I XA ttention Deficit H yperactivity Disorder 
A ttachm ent D isorder
Bulim ia N e n o sa
Anorexia Nervosa 
Encoprcsis 
Functional Enuresis
Selective M utism
G ender Identity D isorder
2 I 17! 13 UTotal num ber o f  entries 24110! 0
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1.7 Rationale for the present study
The present study was designed as part of an ongoing research 
programme designed to evaluate current assessment and treatment 
interventions within a secure unit for children and adolescents. The 
research was supported and partly financed by the High Security 
Psychiatric Services Commissioning Board Research and Development 
under the Sir Kenneth Caiman Bursary scheme. The aim of the scheme is 
to encourage researchers from a variety of different disciplines to 
consider and undertake forensic mental health research. This particular 
piece of research was the only one in the adolescent field. The first stage 
of this process has been to introduce and establish the assessment part of 
the package as part of tlie culture of the unit. Data gathering is on going 
as young people move through the unit. The second phase will be to 
look more closely at the treatments offered and long term to look 
prospectively at outcomes over time.
This study is concerned with the initial stage of building a data base with 
the cooperation of young people, care staff and teaching staff to monitor 
if the unit provides useful change. The research is conducted within an 
environment that is demanding greater accountahility and data that will 
add weight to the establishment of a more coherent forensic service for 
children and adolescents.
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Robbins and Rutter (1990) have summarised the research showing that 
adults with psychiatric and antisocial difficulties are not discontinuous 
beings. The more we know about the precursors of mentally disordered 
offenders, the more likely we are able to prevent downward paths. The 
more we know about the outcomes of successful and unsuccessful 
intervention with young disturbed offenders the more we are hkely to 
know about the adult population.
1.8 Aims and Objectives of study
The study set out to examine the psychological profiles, as measured on 
the Achenbach scales of young people detained under section 25 of the 
Children Act, those sent under section 23 and those sent under section 53 
of the 1933 Act. This was done to estabhsh whether the different legal 
categories in fact reflected different psychological characteristics. The 
study also compared these profiles as rated by the young people 
themselves, their care staff, and teachers. This was in order to assess the 
level of understanding demonstrated by these support staff and to assess 
how far the views of all three were similar particularly in relation to the 
mental health of the young people. Finally, the study explored the effect 
of the secure accommodation placement on the young people, by 
comparing the Achenbach scores on entry and exit.
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The study also examined some specific aspects of the data with the 
following aims:
Aim 1 : To identify which of the variables on the Achenbach scales 
account for greater risk of future violent reoffending on the Hare 
Psychopathy Checklist-Youth Version.
Aim 2 : to identify any psychological processes using background 
history file data on the sample that throw hght on current models of 
psychological processes underpinning offending.
Aim 3 : to identify whether the background history file data on its own is 
predictive of risk of violent reoffending on the Hare Psychopathy 
Checklist- Youth Version.
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2. METHOD
2.1 Sample
2.1.1 The setting
The secure unit in which the study was conducted is situated in the West 
of England. The Unit was opened in February 1995 and accommodates 
22 young people of both sexes aged between 10 and 18. The main centre 
which has an educational wing has accommodation for 16; a separate 
annex adjacent to the main building has facilities for a further 6. The 
Unit is hcensed for operation by the Department of Health. There are no 
restrictions on hcense or length of stay. Intake is on a national basis 
with a proportion of section 53 placements usually resident. There are 30 
care staff and 8 teaching staff. The National curriculum is followed, with 
GCSE possible and links with Further Education. Education is provided 
for 38 weeks a year. Individual programmes of care are provided for 
each young person.
The young people in the unit are likely to be among the most troubled 
and troublesome in the United Kingdom. The criteria for admission of 
young people to the unit are set by statute and fall within 4 main 
categories:
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Figure 7 Legal orders under which young people can be secured 
{for fuller detail see Appendix 1)
Young people subject to a sentence imposed under Section 53 
of the Children and Young Persons Act 1933
Young people secured under Section 25 of the Children Act 
1989. The unit offers a restriction of hberty for those young 
people who a) have a history of absconding and are likely to 
suffer harm as a result and b) that if kept in other 
accommodation the young person is likely to injure themselves 
or others
Young people on remand and subject to Section 23 (4) and (5) 
of the Children and Young Persons Act 1969
Young people subject to transfer arrangements under relevant 
sections of the Police and Criminal Evidence Act
2.1.2 Participants
The sample of young people consisted of 111 subjects (85 males and 26 
females).
Table 2 Details o f Participants
Legislation under 
which detained Number Male Female
Section 25 Children Act 
1989
50 33 17
Section 23 Children Act 
1989
26 22 4
Section 33 Children and 
Young Persons Act 1933
35 30 5
Total 111 85 26
Those who under PACE regulations or who stayed for 72 hours were
not included in the sample.
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A smaller group of 32 YSRs (18 Section 25s, 2 Section 23s and 12 
Section 53s Youth Self Reports) formed the sample of young people who 
acted as their own controls on entry and on exit..
2.2 Measures
2.2.1 Indices compiled from background file data
Background historical predictive data as set out in the literature 
(summarised in Section 1.2 and 1.3 and Table 3) were gathered from a 
file search of the young people. Sets of variables were then grouped 
together and given names associated with their content area or those who 
have drawn attention to them. By combining the file data it was possible 
to create indices of the criminogenic variables cited by Farrington 
(1995), Boswell (1996) and the main factors that lead to mental illness as 
set out in the House of Commons Report (1997). It was possible to 
construct indices of adverse school experience, violence, psychiatric 
diagnosis, depression, abusive sexual history and bereavement. At the 
same time it was possible to look at individual variables as shown in 
Table 3.
A number of indices were generated especially for this study. They are
called: The Farrington Index, the School Index, the Psychiatric Index, the
Violence Index, the Sexual Abuse Index, tlie Bereavement Index, and the
Depression Index. The Farrington index was a combination of the
following variables: Four or more siblings, serious parental conflict,
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parents separated, poor supervision, physical neglect, erratic discipline, 
harsh discipline, parental criminal histoiy. The School Index was a 
combination of : poor school attainment, troublesome at school, 
excluded from school, in possession of a statement of special 
educational needs (See Appendix 2 for definition). The Psychiatric 
index was a combination of : depression, anxiety, post traumatic stress 
disorder, conduct disorder, attention deficit hyperactivity disorder, 
epilepsy, diagnosed by a responsible professional.
The Violence Index was a combination of : known to have attempted self 
harm, used a weapon, known violent past, known to have been violent 
towards people, towards property, known to have seen significant 
violence, known to have been a bully, known to have been a victim, 
known to have been physically abused. The Sexual Abuse Index was a 
combination of : known sexual abuse by parent, known sexual abuse by 
significant other, known sexual abuse by ring and known to be sexual 
abuser. The Bereavement Index was a combination of : parent died, other 
bereavements, saw parent killed. The Depression Index was a 
combination of ; diagnosed depression, and maternal depression. 
Depression was included in the psychiatric scale as well but there was no 
high correlations between that scale and this one.
When going through the background file date close attention was paid
to whether the information was definitely recorded, definitely not
recorded, or ambiguous. This was to properly record risk: when a
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variable was definitely recorded as present, risk was heightened.
When a variable was recorded as definitely not being present, risk was 
lowered. When a variable was ambiguously recorded, this added to 
risk, though did not heighten risk as when a variable was recorded as 
being definitely present. If a variable were recorded on file it was 
given a score of 2, if definitely discounted a score of 0. If its presence 
in the young person’s life was not known a score of 1 was recorded.
The rationale was that accurate prediction of risk requires accurate 
recording. On this basis the file search was conducted and not 
analysed on the basis of yes or no. The 0-1-2 scale also enabled 
statistical analysis to be carried out with the background file data as 
independent variables and scores on the Hare as the dependent 
variable.
2.2.2 The Child Behaviour Checklist
The Child Behaviour Checklist (CBCL hereafter; Achenbach 1991) is 
a screening instrument for psychiatric/psychological difficulties. It is a 
standardised rating scale designed to obtain parents’ or carer’s ratings 
of their children’s problems. Carers rate the child on 118 items using a 
0-1-2 scale for how true the item is of the child now or in the past six 
months. Scores are obtained for total problems, intemahsing, 
externalising and eight narrow band scales constructed from factor 
analyses of clinically referred children of each sex for ages 12-16. It is
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also possible to calculate a total score for other problems though this is 
not done or standardised by the authors.
All scales have been standardised on national norms in the United 
States of America based on samples that are collectively representative 
of non referred United States children with respect to ethnicity, 
socio-economic status, urban rural suburban residence, and geographic 
area. Normalised T scores show how a child compares with normative 
samples of randomly selected non referred children on each scale for 
each sex/age group. The inventory produces scores that indicate the 
areas for further psychological investigation. Scores higher than 50 are 
considered clinically significant. An overall score is obtained, as are 
scores which deal with internalising psychological events and external 
behaviour. Separate scale scores are obtained on anxiety/depression, 
social problems, attention problems, delinquent behaviour, somatic 
complaints, aggressive behaviour, withdrawal and thou^t problems.
The test- retest reliabihty of the problem scales over a 7 day period 
was 0.89, over a year 0.75 and over 2 years 0.71. Content and 
criterion-related vahdity is seen in the abihty of the CBCL to 
discriminate significantly between demographically matched referred 
and non referred children. Construct validity is substantiated by 
correlations with analogous instruments such as the Revised Behaviour 
Problem Checklist (Achenbach 1991).
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2.2.3 The Youth Self Report Inventory
The Youth Self Report (YSR hereafter; Achenbach 1991) is similar to 
the CBCL except that it is filled in by the young person and there are 
103 items similar to those of the CBCL. It is scored in the same way, 
is used for the same purposes and is normed on the same population. It 
provides similar scores and enables cross comparisons to be made.
For the problem scales the mean test-retest rs were .65 for 11-14 year 
olds and .83 for 15 to 18 year olds. On the total problem score the 
test-retest r was .70 for 11 to 14 year olds and .91 for 15 to 18 year 
olds. Over a 7 month period the mean stabihty r was .49 for problem 
scales in a general population sample of 11 to 14 year olds.
2.2.4 The Teacher Report Form
The Teacher Report Form (TRF hereafter; Achenbach 1991) is the 
third screening instrument for psychiatric / psychological difficulties 
completed by teachers. Teachers rate the child on 118 items using a 
0-1-2 scale for how true the item is of the child now or in the past six 
months. They rate the child on many of the problem items rated by 
carers and the young people but the wording of the items is adapted 
for teachers. 25 of the items used in the Child Behaviour Checklist are 
problem items that most teachers would not be able to answer. They
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are replaced by items that teachers are especially knowledgeable about. 
The test-retest rehability was 0.92 and stable over 4 month periods.
It was left to carers to explain to the young person the instructions at 
the head of the inventory on how to score the inventory. If a young 
person found it difficult to read, the care staff member read the 
instructions and inventory aloud to the young person and either the 
yoimg person or carer scored the inventory.
2.2.5 The Hare Psychopathy Checklist- Youth Version
The Hare Psychopathy Scale - Youth version (Forth, Kossen & Hare
1997) is a 20 item rating scale designed to assess psychopathy. The 
instrument can be used with a structured interview or as stated in the 
manual on the basis of file and collateral information. Scoring of each 
of the twenty items is on a scale of 0 (no, not present) 1 (maybe/in 
some respects) and 2 (yes, present). A score of 30 out of 40 is 
considered in the manual as a reasonable cutoff for a diagnosis of 
psychopathy.
This instrument was chosen as a well known vahd indicator of risk of
future violent offending. The Hare Psychopathy Checklist-Youth
version was chosen as a valid and reliable measure of iisk.Psychopathy
is an important component of risk assessment among adult offenders.
It is moderately predictive of violent and general recidivism and
consistently contributes more to statistical prediction models of
recidivism than criminal history variables. (Hemphill, Hare, Wong 
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1998). Recently the Psychopathy Checklist -Youth Version has been 
used with adolescents (Frick et al 1994) to differentiate youths who 
may be developing psychopathic characteristics from other youths 
who, although antisocial, do not show the deficiencies in social 
attachments or empathy that are part of the psychopathic personahty 
(Grisso 1998). The total score on the Psychopathy Checkhst -Youth 
Version has been shown to be predictive of recidivism among young 
offenders referred for mental health assessments for the court 
(predicted for both sexual and violent recidivism; Gretton 1998) for 
serious young offenders (Forth et al.,1990), and general young 
offenders (Brandt, et al., 1997). Survival in the community before 
violent recidivism is shorter for psychopathic youths compared to 
non-psychopaths (Gretton 1998). This is not to say that our prediction 
of risk cannot be improved by combining the Psychopathy Checklist 
-Youth Version with traditional risk factors.
2.3 Overall design and procedure
The overall design of the study was to use a single cohort repeated 
measures with follow up study. Multiple measures using the 
Achenbach scales were used on all 111 subjects on entiy. The 
Achenbach scales were used because of their wide use in the literature 
dealing with adolescents who have mental health difficulties, 
behaviour difficulties and young offenders.
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Repeated measures on exit had to be confined to a smaller sample of 
the whole sample due to operational difficulties of gathering complete 
data. The young people acted as their own controls in this part of the 
study that looked particularly at psychological change within the unit. 
This involved a subgroup of 32 completed inventories on entry and 
exit fi*om the unit.
Each young person was rated on the Hare Psychopathy checkhst 
-Youth Version. This was done by the unit psychologist and a care 
worker (usually the key worker) who knew the young person well.
Triangulation methods were used as follows: as well as the young 
person completing a self report inventory at the beginning and end of 
their stay in the unit, care staff and teaching staff completed a parallel 
version of the Achenbach questionnaires on entry and exit. The young 
person was asked by their key worker within their first week of being 
at the unit to fill in the Youth Self Report on their own. If they had 
difficulty readmg or understanding, care workers were asked to give 
assistance.
Care staff were asked to fill in their own forms by the end of four
weeks when they had had sufficient time to observe, read background
history files and form an initial impression of the young person.
Teachers were also asked to fill in a parallel version by the end of the
first month for similar reasons. The forms were completed again about 
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a week before the end of the young person's stay. The triangulated 
data obtained from these measures was supplemented by predictive 
criminogenic and mental health variables obtained by an explicit 
examination of the background histoiy files.
2.4 Data Analysis
The data was scored using the CROSS programme (Arnold and 
Jacobwitz 1966). The data was analysed using the Statistical Package 
for the Social Sciences (SPSS) for Windows 6.0. The carers and 
teachers were told how to fill in the forms using the simple rating scale 
of 0,1,2.
In the analyses of the data because of the missing data in the sample of 
111, decisions had to be made as to whether to exclude subjects on a 
case basis, or a pairwise or list basis. This would have meant excluding 
30 subjects who did not have either a completed initial YSR, CBCL or 
TRF. As this was too large a number of subjects to lose it was decided 
to use mean substitution within the data columns. Mean substitution 
has the advantage of producing ‘internally consistent’ sets of results 
(‘true’ correlation matrices). However, it artificially decreases the 
variation of the scores and this decrease in individual variables is 
proportional to the number of missing data ( that is, the more missing 
data, the more perfectly average scores will be artificially added to the 
data set, upon which the MANOVA is conducted). Because mean
183
substitution substitutes missing data with artificially created ‘average’ 
data points mean substitution may change the values of the 
correlations at the heart of the MANOVA.
Multivariate Analysis, employing a multiple measures design, was 
used to explore the differences between the groups of young people, 
namely convicted, remand and welfare across the three respondents of 
carers, teachers and young people. This was a two way ANOVA with 
two factors with three levels on each way.This was first apphed to the 
Total, Mid, Internal Scales. A further MANOVA was then applied to 
the full nine Achenbach scales-Withdrawn, Somatic Complaints, 
Anxiety/ Depression, Social Problems, Thought Problems, Attention 
Problems, Delinquent Behaviour, Aggressive Behaviour- using the 
same design as above. When differences were significant multiple 
comparisons were carried out using protected t tests. The significance 
found in the MANOVA (See Appendix 3) justified the fijrther use of 
Bonferroni protected t tests. The Bonferroni test was used to adjust for 
experimentwise error by dividing the alpha value by the total number 
of tests performed. As such it is a more conservative test of 
significance than the t test.
A series of further multiple regression analyses were carried out to
explore the factors associated with explanations of why young people
end up being secured. One might reasonably expect significant
differences between the scores obtained on entry and exit of the 
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various groups of respondents and legal groups of young people, if 
change while at the secure unit, had taken place. To establish group 
change Chi square and paired t tests were carried out on the scores of 
the subgroup of young people on entry and exit.
3.0 RESULTS
3.1 Bacl^round Histoiy Search : Criminogenic and mental 
health status of young people in the study
Table 3 shows the percentage of young people who have attended the 
unit in the past twelve months whose papers on entry to secure 
provision record the definite presence of criminogenic and mental 
health risk factors. The table can only give a rough guide of the true 
prevalence as it became clear that a lot of the data was missing firom 
the files. Figures 8 and 9 show descriptive data of all the 111 young 
people in the study.
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Table 3 Percentage o f young people whose papers on entry to 
secure provision record the definite presence o f criminogenic 
and mental health risk factors
Definitely yes 1 convicted |welfare ! remand 1
Low school attainment | 171 10| 11|
Troublesome In school j 431 43! 50!
Excluded i 401 451 431
Statement on file 31! 33! 57}
Known Bully i 171 18! 251
'71Known Victim 231 _1^____
57|Accommodated | 401 54}
Care Order 31! 311 29}
Foiàer Care j 9| 63f 251
Prior Secure Unit 141 37j 361
Mother less than 18 years | 11! 8| o|
Father less than 18 years 9i 01 0|
Maternal psychiatric history j H i 10| 7|
Maternal depresson 9| 61 4|
Parent substance abuse 1 171 29}
Paternal criminal history 14! 14| 211
Parental criminal history j 111 81
2|
14}
Perinatal complications ] 31 4|
Serious family discord I 40 i 311
18!
39!
Serious parental conflict | 34i 32|
Domestic violence I 23! 20{ 36!
Parent separated j 26! 53| 68!
Physical abuse | 17! 451 321
Parent died j 6i 8! 181
Other bereavements | 20! 6j 14!
Saw relative killed [ 17| Oj ^ 41
Poor supervision | 34| 24} 36 i
Physical neglect | 231 201 36}
Erratic discipline \ 26 i 61 141
Harsh discipline [ 201 201 7|
Poverty 1 171 141 71
Four or more abflngs 23! 43{ 61!
Violent past f 46! 571 681
Violent to people 1 46! 63} 71 i
Violent to property 37! 33| 361
Seen violence | 401 39| 29}
History of absconding i 461 80| 57|
Previous convictions j 49! 68!
Sam e previous convictions 14! 141 291
Previous custodial | 14! 16! 25!
Has used w eapons | 20| 121 I l l
{Self harming history | 01 47| 211
i History of self harm Ideation j 20| 37! 181
Depression-diagnosed j 3! o r 7!
Anxiety-diagnosed j 
Post Traumatic Stress diagnosed j
9! 0| 4j
i l l 2j o|
Conduct disorder- diagnosed | 17| 18| 71
ADHD diagnosed | Oi 6! 4|
Epilepsy diagnosed | 0! 41 4|
Sexual abuse by parent I 6| 10! 0|
Sexual abuse by significant other < 6i 331 211
Sexual abuse by ring | 3j o| o|
{Sex abuser | 111 10| 7l
IFire setter | 17! 251 211
j Drug abuse history ____  J 341 4 l l 641
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Descriptives of all subjects
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Figure 8
Descriptives of the three legal groups of 
young people
35 
30 
25
a
convicted remand welfare 
Figure 9
E3 mean length of stay in 
months
□ mean age in years
□  number of males
□  number of females
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3.2 Profile Analysis
A MANOVA was initially applied to the Internal, Mid, and External 
Total scale scores of the three measures. Wilk’s Lamda showed a 
significant association for respondents and group and the interaction 
was not significant. Tests of between subjects effects showing F ratios 
and significances for both Total scores and the individual nine scale 
scores are shown in Appendix 3. Not all the groups of young residents 
(remand, convicted and welfare) responded in a significantly different 
way. This is substantiated by the use of MANOVA on the Total scale 
scores and the nine scales.
In summary the MANOVAS and multivariate analyses revealed that 
the young people do not see themselves in the same way as their carers 
or their teachers. This view of themselves is also seen on the individual 
scales and on the overall scores when compared with care staff and 
teachers. Care staff and teachers did distinguish between the various 
legal groups in their responses as seen in the MANOVA of the Total 
scale scores. Multiple comparisons using Scheffe’s test confirmed the 
following significances between the legal and respondent groups.
188
3.3 Total Scale
Perspectives on the Total Scale
2 50
30
ra 20
□ remand 
S welfare
□ convicted
carer teacher young 
person
Respondent Group
Figure 10
The MANOVA conducted on the Total scale scores did show that 
there was a significant difference between groups of subjects. 
Significant differences were found between groups of respondents.
That is to say that there were significant differences in the responses of 
the young people, the care staff and the teachers in the way they 
perceived the same subjects. The MANOVA also showed that there 
was a significant difference between subjects on the groups of 
convicted, remand and welfare. Use of the Scheffe test showed that 
there was a significant difference in the perceptions of the welfare and 
convicted groups of young people. The MANOVA did not show a 
significant difference between the respondents on the Total Scale when 
the Bonferroni protective t test was applied to the mean scores. There 
was however, a significant difference on the Total Scale score 
(p<0.05) between the two legal groups of those on welfare orders and 
those convicted.
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3.4 Internal Scale
Perspectives on the internal Scale
2 20
Ç 10
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□ convicted
carer teacher young
person
Respondent Group
Figure 11
Multiple comparisons using Scheffe’s test showed a significant 
difference on the Internal Total scale score between carers and young 
people (p<0.001), between carers and teachers (p<0.001) but not 
between young people and teachers (p<0.001). A significant difference 
on the Internal total scale score between convicted and welfare 
(p<0.001), and between remand and welfare (p<0.001) was observed . 
The difference between remand and welfare as reported by the young 
people was significant when the Bonferroni protected t test was applied
(p<0.001).
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3.5 Mid Scale
Perspectives on the Mid Scale
□ remand 
S welfare
□ convicted
carer teacher young 
person
Respondent Group
Figure 12
Multiple comparisons using Scheffe’s test showed there was a 
significant difference on the Mid Total scale score between carers and 
teachers (p<0.05). There was a significant difference on tire Mid Total 
scale score between convicted and welfare (p<0.05).
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3.6 External Scale
Perspectives on the External Scale
^  -J
U 15
 ^ 10
carer teacher young
person
Respondent Group
□ remand 
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□ convicted
Figure 13
Multiple comparisons using Scheffe’s test showed there was a 
significant difference on the External Total scale score between carers 
and teachers (p<0.001) and between young people and teachers
(p<0.001).
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3.7 Withdrawn Scale
Perspectives on the Withdrawn Scale
□ remand 
□welfare
□ convicted
carer teacher
Respondent Group
young
person
Figure 14
Multiple comparisons using Scheffe’s test showed there was a 
significant difference on the Withdrawn scale score between teachers 
and carers (p<0.001 ) and teachers and young people (p<0.001) There 
was a significant difference on the Withdrawn scale score between 
convicted and welfare (p<0.05), between remand and welfare 
(p<0.05). The difference between remand and welfare was significant 
when the Bonferroni protected t test was applied (p<0.001)
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3.8 Somatic Complaints Scale
6
i :
Perspectives on the Somatic 
Complaints Scale
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carer teacher young
person
□ remand
□ welfare
□ convicted
Respondent Group
Figure 15
Multiple comparisons using Scheffe’s test showed there was a 
significant difference on the Somatic Complaints scale score between 
carers and teachers (p<0.001) and carers and young people (p<0.001) as 
well as teachers and young people (p<0.001). There were no significant 
differences on the Somatic Complaints scale score between the various 
legal groups.
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3,9 Anxiety/Depression Scale
Perspectives on the 
Anxiety/Depression Scale
fl) 10
□ remand
□ welfare
□ con\Âcted
carer teacher young 
person
Respondent Group
Figure 16
Multiple comparisons using Scheffe’s test showed there was a 
significant difference on the Anxiety/ Depression scale score between 
carers and teachers (p<0.01) as well as teachers and young people 
(p<0.001). There was a significant difference on the Anxiety /
Depression scale score between convicted and welfare (p<0.001) and 
between remand and welfare (p<0.01). A significant difference (p<0.001 
and p< 0.05 respectively) between these legal groups was reported by the 
young people when the Bonferroni protected t test was applied. The 
carers also recorded a significant difference between convicted and 
welfare (p<0.05).
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3.10 Social Problems Scale
Perspectives on the Social Problems 
Scale
□ remand
□ welfare
□ convicted
carer teacher young
person
Respondent Group
Figure 17
There were no significant differences on the Social Problems 
Scale between the various respondents or legal groups.
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3.11 Thought Problems Scale
Perspectives on the Thought 
Problems Scale
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Figure 18
Multiple comparisons using Scheffe’s test showed there was a 
significant difference on the Thought Problems scale score between 
carers and young people (p<0.001) carers and teachers (p<0.05) and 
young people and teachers (p< 0.001). There was a significant difference 
on the Thought Problems scale score between convicted and welfare 
(p<0.05). A significant difference (p<0.05) was registered between these 
legal groups as reported by carers when the Bonferroni protected t test 
was applied.
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3.12 Attention Problems Scale
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Problems Scale
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Figure 19
Multiple comparisons using Scheffe’s test confirmed significance 
between the respondents as follows There was a significant difference 
on the Attention Problems scale score between carers and teachers 
(p<0.001) and yoimg people and teachers (p<0.001). There was a 
significant difference on the Attention Problems scale score between 
convicted and welfare (p<0.05). A significant difference (p<0.05) was 
registered between these legal groups as reported by carers when the 
Bonferroni protected t test was applied.
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3.13 Delinquent Behaviour Scale
Perspectives on the Delinquent 
Behaviour Scale
2  10
carer teacher young 
person
Respondent Group
□ remand 
m welfare
□ convicted
Figure 20
Multiple comparisons using Scheffe’s test showed there were 
significant differences between the carers and teachers (p<0.001) and 
between the young people and teachers (p<0.001) but not between the 
carers and young people. There were no significant differences between 
the legal groups.
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3.14 Aggressive Behaviour Scale
Perspectives on the Aggressive 
Behaviour Scale
carer teacher young 
person
R esp on d en t Group
□ remand 
El welfare
□  convicted
Figure 21
No significant differences were reported on the Aggressive Behaviour 
Scale between the legal groups or the groups of respondents.
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3.15 Other Problems Scale
Perspectives on the Other Problems 
Scale
12 
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Figure 22
Multiple comparisons using Scheffe’s test showed there were significant 
differences between the carers and teachers (p<0.001) and between the 
young people and teachers (p<0.001) and between the carers and yoimg 
people (p<0.001). There was a significant difference between convicted 
and welfare (p<0.01), between remand and welfare (p<0.05). The 
difference between convicted and welfare still significant as reported by 
the young people when the Bonferroni protected t test was applied
(p<0.001).
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3.16 Variables on the Achenbach scales which account for greater 
risk of future violent reoffending on the Hare Psychopathy 
Checklist-Youth Version
Stepwise multiple regression was carried out to examine the 
predictability of the Achenbach scales as indicators of risk, A number of 
stepwise multiple regressions were carried out with this purpose
Predictor Beta
Value
R2 P
Aggressive Behaviour using the nine
scales of the CBCL 0.456 0.096 <0.001
Internal Total CBCL -0.421 0.073 <0.01
External Total CBCL 0.421 0.072 <0.01
Anxiety/Depression using the nine
scales of the CBCL -0.282 0.058 <0.05
Aggressive Behaviour using the nine
scales of the TRF 0.220 0.048 <0.05
Withdrawn using the nine scales of
the VSR 0.212 0.045 <0.05
Table 4 Summary Table o f predictors o f variance on the Hare 
Psychopathy Checklist-Youth version produced by the study
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3.17 Background data that predict mental health difficulties
The Bereavement index is significant when predicting the Total scale 
score of the Youth Self Report. No index significantly predicts the Total 
scale score of the Child Behaviour Checklist or the Teacher Referral 
Form.
Table 5 Summary table ofpredictors o f variance by the various 
indices o f criminogenic and mental health background variables on 
the Achenbach scales
Scale Index Beta R2 P
Internal YSR score Bereavement -0.313 .085 <0.05
Total YSR score Bereavement -0.270 .055 <0.05
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3.18 Background data that predict risk of violent reoffending on the 
Hare Psychopathy Checklist- Youth Version
Further analysis using stepwise regression showed that the mental health 
and criminogenic background data on its own did not yield any 
significant predictors on the Hare Psychopathy Checklist- Youth 
Version.
3.19 Group Analysis of the Achenbach scales on entry and exit
One might expect significant change in the scores across the legal groups 
of the young people on entry and exit. Analysis using Chi square and 
paired t tests indicated that there were no significant differences in 
perceptions of the subgroup of young people on entry and exit. The 
paired t tests carried out on the group of 32 YSRs acting as their own 
controls in this part of the study showed no significant differences on 
entry and exit. However individual scores did vary. 50 per cent of the 
sample of 62 showed a reduction in total score on a range of 2-40 points 
and 50 per cent showed an increase in total score on a range of 2 to 72 
points.
Paired t tests carried out on the combined set of CBCL and TRF groups 
showed no change when examined to see if the scores changed during 
their residence / detention. The paired t tests (See Appendix 5) and the 
Chi square (see Table 5) show that there is no significant difference 
perceived by the yoimg people, carers or teachers.
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Table 6
CHI SQUARE TESTS on the groups o f those who completedforms 
on entry and exit from the unit
Respondents Number whose Number whose Chi P Improvement
scores increased scores decreased
CBCL
(Carers)
11 9 2.925 NS No
YSR
(Young person)
13 19 2.925 NS Yes
TRF
(Teachers)
7 3 2.925 NS No
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4.0. DISCUSSION AND CONCLUSIONS
The study set out to examine the psychological profiles, as measured by 
the Achenbach scales of yoimg people detained under section 25 of the 
Children Act, those sent under section 23 and those sent under section 53 
of the 1933 Act. This was done to establish whether the different legal 
categories in fact reflected different psychological characteristics. The 
study also compared these profiles as rated by the young people 
themselves, their care staff, and teachers. This was in order to assess the 
level of understanding demonstrated by these support staff and to assess 
how far the views of all three were similar particularly in relation to the 
mental health of the young people. Finally, the study explored the effect 
of the secure accommodation placement on the young people, by 
comparing the Achenbach scores on entry and exit.
4.1 Different legal categories and psychological characteristics 
perceived by different respondents
One can talk about a pattern of differences of perception emerging
between the groups of convicted and remand rather than across the board
significant differences of perceptions on individual scales. Such a trend
is in keeping with the view that the reasons one person receives a welfare
order, and another a sentence is multivariate and due to a convergence of
factors. The combination and overlap of factors that make up antisocial
risk and mental health risk are seen across the groups of remand, welfare
and convicted groups. The findings are consistent with the Dartington
research (1991) which identifies very few as ending up in mental
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hospitals. Indeed the Dartington research (1998) showed that the serions 
one off offender was most likely to end up in special hospital though did 
show that all male and female on long term care orders, and adolescent 
erupters had poor mental health prognoses. Only those with long term 
special educational needs and the serious and persistent offenders did not 
have specific mental health difficulties though this depends on one's 
definition of the term. The results add to the debate as to whether the 
yoimg people can be described as ‘mad, bad or sad’ in that one cannot 
say these factors can be separated so simply.
It is important to make it clear though that the data obtained in this study 
does not unequivocally support the premise that the groups of young 
people are distinctly different in their psychological and mental health 
profiles as groups. One can conjecture that they have all experienced the 
psychological processes delineated most recently by Rutter (1998) and 
encapsulated at macro and micro level in the bioecological model of 
Bronfenbreimer (1994) and Plomin (1997).
The adolescents across all groups have experienced coercive interactions 
and models of upbringing that have not nourished them but given tliem 
scripts and schemata that do not enable them to become healthy happy 
citizens but rather have left them scarred with emotional damage and 
withered emotional growth. One can speculate on the importance of 
chance happenings that have brought them through different routes to
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secure accommodation. What they have in common are similar 
psychological experiences.
Analysis of the teachers' responses show they do not see the world in the 
same way as the young people. It is germane to the discussion that the 
teachers may be ignoring the importance of internal scale scores in their 
contact with the young people. The world of teaching within secure 
estabhshments does not lend itself to understanding the student so much 
as concentrating on behavioural containment of the young people. At 
meetings in the seciue unit one frequently hears the teachers saying that 
they cannot teach the young person and they need to be removed for the 
good of those who wish to study. Observation of the teachers at reviews 
by the author shows them to have different views of the yoimg people to 
care staff. The results confirm that the teachers do not perceive the world 
in the same way as the young people and may perhaps lack the empathy 
to take their perspective.
Care staff do show some agreement with the young people. It might be
that care staff understand the underlying processes that have brought the
young people to secure better because their role and context of
transactions with the young people is different to that of the teachers.
Their role is to attempt to form a warm relationship that has been absent
in the lives of most of the young people and to tackle the behaviour
feelings and thoughts that have given rise to aggressive and other
antisocial behaviour. It must be said however that the results do not show
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that care staff have a deep level of understanding of what the young 
people are experiencing. One may ask what in their training would help 
them understand the young people’s experience better.
The significant differences revealed between respondents and groups by 
the MANOVAs and protected t tests indicate that the experience of the 
young people is not understood by the teaching or care staff in the terms 
understood by the young people. The background historical data (Table 
3) does not pick up their distress in the same terms either. This data 
does not consistently mirror the ecology from which the yoimg people 
come, especially the micro world in which they have acquired their 
learning of scripts and schemata. Such important data is usually 
gathered only after entry to the unit. Nor is it common in secure units for 
staff to have an thorough understanding of construct and attribution 
theory. It may well be that the three groups of young people, care staff 
and teaching staff have different constructs in their perceptions. This is 
an area that needs further study.
The significant differences shown in the MANOVA and protected t tests 
would support the view that mental health professionals either have not 
carried out the appropriate assessments or their instruments are such as 
not to pick up the anguish of young people in secure accommodation. It 
is certainly the case that our theoretical understanding of what the young 
people call anxiety/ depression needs far greater study.
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Whilst the young people cannot be said to be mentally ill they can be said 
to be experiencing the mental health difficulties outlined in the opening 
chapters that arise from experiences such as loss or abusive pasts. (See 
Table 3). It might well be that their emergent distress has not hardened 
into the mental illness or personahty disorder that is much clearer for 
identification in adulthood. More research needs to be undertaken into 
the internal distress that these young people report in the light of the last 
two lines. It might well be that with more refined pathways of 
investigation the connections between this stage of development and 
later outcome could be very useful in identifying those most at risk and 
identifying interventions that are prophylactic.
The lack of and difficulty in gathering data in this study has been alluded 
to on several occasions and is undoubtedly part of the reality of any 
study with this population. Equally the poor prediction may come not 
from a lack of data about the subjects but from inappropriate models.
The discussion so far has concentrated on the main effect model, but 
outcomes may be properties of transactions between subjects and 
contexts as outlined in Rutter’s pathway model (1998). The need for 
multivariate models (e.g.that of Bronfenbreimer 1994) including context 
variables is needed for an explanation that will help our understanding. 
This will be argued further in the next section but the protected t tests 
already indicate a level of internal activity in the young people not picked 
up by either care staff or teachers.
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Finally it is informative to look at those areas where there are no 
significant differences but where one might expect some. Why for 
example does no group of respondents indicate any significant 
differences on the social problem scale, aggressive or delinquent 
behaviour ? Is it because all respondents take such facts for granted and 
do not seek to change them because they neither link the tmderlying 
factors in Table 3 as being important in the maintenance of such 
behaviour nor hold any hope of changing such factors ? It may well be 
that some subjects are deliberately ‘faking good’.
In Section 4.1 we noted that there was an emergent pattern of responses 
seen across the scales but that the yoimg people in psychological terms 
do not differ globally across all scales. To that extent they can be said to 
be all fi’om the same population who have ended up in the same place by 
different pathways. It may be too that the sample to date is too small and 
may be unrepresentative. Further data is required and further analysis 
required to estabhsh the robustness of this proposition.
4.2 The effect of secure accommodation placement on the young 
people
A statistically significant change in scores on the Achenbach scales on
entry and at exit was not supported by further analysis using paired t tests
and chi square (See Appendix 5). The young people themselves as a
group do not see this change taking place posing the question as to what
they get out of secure accommodation or whether the instruments used
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were able to pick up subtler changes. There was no significant difference 
between the subgroup of young people who filled in forms on entry and 
exit. However it was clear that individual scores did change and this 
change was m both a positive and a negative direction. The follow up 
data supported the view that individuals did and did not benefit fi*om 
secure accommodation.
Appendix 5 shows the t tests carried out to establish if the group on 
entry had changed on exit. It also shows the individual changes in total 
score and direction of change. The lack of change is worthy of fiuther 
study. It may be due to the small sample and its nature that there is no 
change detected. It may be that there is no group change because no 
group intervention has to date been consciously in place. It may be that 
the instruments picking up the change are too blunt to do so and not 
designed for that purpose in any case. The area requires a more careful 
approach and should form a future study.
4.3 To identify which of the variables on the Achenbach scales which 
account for greater risk of violent outcome on the Hare 
Psychopathy Checklist-Youth Version
Multiple regression analysis showed that the scores on the Achenbach
scales accoimt for a very small proportion of the variance on the Hare
scores. That said there were some correlations that were more significant
than others in accounting for greater risk on outcome. Of the individual
external scales Aggressive Behaviour on both the CBCL (9.6 per cent)
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and the TRF (4.8 per cent) are significant predictors. Of the individual 
nine scales, two internal scales. Anxiety / Depression on the CBCL (5.8 
per cent) and Withdrawn on the YSR are the only significant (4.5 per 
cent). Of the three Internal Total scales only the Internal CBCL Total 
scale score is a significant predictor (7.3 per cent). Internal YSR Total 
scale score and Internal TRF Total scale score are not significant 
predictors. Of the External Total Scores only that of the CBCL (7.2 per 
cent) is significant. None of the overall Total scale scores is significant.
One notices that Withdrawn is the only scale in this study that predicts 
risk. Taking into account the small sample and missing data one can posit 
that the withdrawn adolescent is more of a risk because they are not 
addressing the internal difficulties facing them. The responses of the 
yoimg people as well as care staff are therefore important in predicting 
risk. The assessment by all three respondents of the internal context of 
the young person are important predictors of future risk.
It should be noted that the highest amount of variance predicted is 9.6 
per cent and the lowest 4.5 per cent. These are small amounts but are 
incremental with other variables. The prediction of risk requires 
multivariate studies. The Achenbach scales whilst providing some 
measure of risk cannot be considered to be principal instruments 
assessing risk but rather as measuring other constructs related to mental 
health.
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Lynam (1997) makes the point that psychopathic adults are relatively 
immune to internalizing disorders and are prone to externalizing 
disorders. One notices in this study the significant predictive power of 
some of the external scores and the amount of significant predictive 
scores in this sample on the internal scales. At the same time the internal 
workings of the young person are not made clear by the Withdrawn 
scale. More imaginative research is needed into the way the young 
people think and feel beyond assessing the extent to which they are 
withdrawn. That said, whilst in this study the scales have picked up the 
significance of experiences such as ‘Anxiety/Depression’ as experienced 
by the young people, this experience and the others measured by the 
Achenbach scales have not been picked up by the teachers and care staff 
on the individual scales as seen in the t tests. The multiple regression 
analysis, however, is indicating that the internal world of the young 
people needs to be understood and more research into this area is 
required. The discrepancies of perception argue the need for 
professionals to develop measures and means that give qualitative and 
quantitative dimensions to the mental anguish of the young people. At 
the same time providing training both to care and teaching staff to assess 
and understand this experience before assessing or intervening in 
classroom or key working sessions would yield more significant data.
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4.4 The psychological processes using bacl^round data on the 
sample that throw light on current models of psychological 
processes underpinning offending.
In Section 1.1. attention was drawn to the background factors in the lives 
of those who end up in secure accommodation or mental hospitals as 
described by Boswell (1996), Farrington (1995), Browne (1995),
Wright, (1998) and the House of Commons Health Committee report 
(1997). The reported incidence of these background factors in the lives 
of the sample subjects are shown in Table 3. These factors were 
combined into indices generated specifically for the study. They were 
then examined through stepwise multiple regression to see which of the 
indices were the best predictors of scores on the Achenbach scales.
The Bereavement index was the only significant predictor of scores on 
the Youth Self Report (YSR). The index was a significant predictor of 
a small amount of variance on the YSR. It was negatively correlated with 
the Internal score of the YSR and the total score of the YSR. That is to 
say the more bereavement is used as a predictor will decrease the value 
of the Internal and Total Scale of the YSR. Bereavement predicted 8.5 
per cent of the Internal YSR score and 5.5 per cent of the Total YSR 
scale score.
The findings of this study are consistent with Boswell’s view of the 
importance of loss in this population (1996). The results do not confirm
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those of Bhssett and Browne (1999) who emphasise the physical abuse 
in the lives of those secured. The present findings do confirm that the 
personal experience of the young person is crucial in any assessment of 
their mental health or disturbance, as the relationships between 
background data and the scores made by the other respondents are not 
significant in this study. The negative correlation is worth commenting 
on. It may be that those who are most abused or chronically traumatised 
or suffer most loss are unable to discuss their difficulties and therefore 
their scores reflect the significant but negative correlation. At the same 
time one wonders what would happen if the sample were bigger. One 
should be cautious in that the sample is small and as shown in Table 3 
the background data is incomplete. The lack of significance of many 
variables is almost certainly partly due to lack of systematically gathered 
data not just in this study but as a matter of general practice by those who 
work with this population fi'om an early age.
The incompleteness of the data leads one to ask how more significant 
background variables would be in predicting scores on the Achenbach if 
completed by those who came into contact with the young person at an 
earlier age. Better recording of such data earlier on would make for 
better assessment, and help us decide what to look for on the Achenbach 
scales in predictive terms. Armed with such knowledge one would be 
better able to track interventions that seek to address the underlying 
psychological processes that have affected this population. This is an 
area for further research.
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4.5 Background data predictive of risk of violent reoffending
The stepwise multiple regression showed that none of the indices formed 
from the background data was predictive of friture violent reoffending as 
measured on the Hare Psychopathy Checklist- Youth version.
Table 3 shows the extent to which there is confusion as to whether 
background data has been collected or not. Lack of consistent data 
gathering is noted by both Blissett and Brown (1995) and Puri et al 
(1996) in their studies of this population. Armbruster (1999) in Devon 
more recently found that the relevance of data such as that found in 
Table 3 is not appreciated until a child is well down the care route. It is 
rarely recorded as a matter of everyday practice by professionals.
Without such data risk prediction is less reliable and intervention to 
address the needs of the young person impaired.
4.6 Limitations and methodological implications of the study
There were some very practical and obvious constraints in the collection 
of data within a secure setting. The shift system, the need for staff to 
become conversant with the instruments being used, all took time before 
becoming part of everyday practice.
Initially the young people alone filled in the inventories. It was only after 
three months that a requirement was made of all three respondents 
- young people, care staff, and teachers - to complete the inventories.
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It took some more time before all three filled in the inventories on 
departure. This proved particularly difficult when a young person 
departed fi'om the unit suddenly because of a court decision. Loss of 
subjects also occurred when some of the subjects changed status, 
entering the unit under remand and then becoming a convicted member 
of the unit. Account had to be taken of this when statistically analysing 
the data ensuring that the subject was only included once.
Another difficulty in data gathering was encountered when not all 
respondents filled in their questionnaires on the same subject leaving the 
researcher with two instead of three completed questioimaires. This 
meant that the data was not as complete or triangulated as intended in the 
design and constricted the original aim of the study and subsequent 
analysis. Mean substitution of each column of data was used as 30 
subjects would have been lost by case removal as discussed in Section
2.4.
The limitations of the design became apparent over time. This study
contains investigator and time triangulation, namely three sets of
respondents at two different times rated the same subjects. The
triangulation so used enabled the researcher to obtain differing
perspectives on complex phenomena and to gain an holistic view of the
outcomes of secure accommodation as well as differences among groups
and respondents in their constructs. The data collected was extensive but
only answers a limited number of questions. Whilst this is partly
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explained by the constrictions placed by the theoretical underpinning of 
the Achenbach questionnaires it became apparent that investigator and 
time triangulation were not sufficient in themselves to illuminate the 
complex psychological changes experienced by the young people. The 
study would have been enhanced by the use of additional methodology 
such as that provided by quantitative methods to elicit individual 
perspectives of change. This means not only gathering quantitative data 
by the use of the Achenbach scales but using structured interviews in 
which qualitative data is gathered fi'om the young people about their 
difficulties and what best helps address those difficulties over a period of 
time. Diaries, personal construct grids, the use of standardised tests, and 
discourse analysis of interviews would add to interpretation of the data 
gathered by the methods used to date.
The present study was conducted with a small sample over a relatively 
small time scale. Longitudinal data fi'om multiple sites would prove to be 
more enlightening than the present data which are time limited. It would 
be more appropriate to use time series and cluster analysis of information 
to detect patterns that would be useful in model building rather than 
relying on the limited data obtained to date. For future studies too a 
matched control group in a community setting would be useful both to 
investigate the profiles of the young people on entiy to the unit and on 
exit and any changes that occur. Such a control group would help in
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looking more closely at the effects of secure provision on its own or of 
different interventions used with the young people.
Above all if one’s aims and objectives are to build psychological profiles 
that enable prediction of future risk and mental health difficulties, the 
collection of accurate background historical data and complete 
triangulated data fi'om staff who work in secure accommodation is 
crucial for any future study. Without such data risk assessment and 
mental health assessment will be incomplete.
In summaiy this study is limited by the realities of operationalising it in a 
secure unit setting, and the lack of qualitative data to supplement the 
quantitative gathered. The former meant that less than optimal data was 
gathered, the latter that creative insights into the perspective of young 
person, care staff and teacher were not obtained.
4.7 The theoretical implications of the study
In theoretical terms this study endorses recent trends in research that 
emphasise convergence. One can talk about the convergence of 
psychological theory across the life span emphasising the continuity and 
discontinuities of the individual through childhood, adolescence, 
adulthood and old age (Allyn & Bacon 1998). The work of 
Bronfenbreimer (1994) and Plomin (1995) mentioned at the beginning 
also show the convergence of biological, and environmental factors in 
the shaping of the individual’s psychology. There has too been a
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convergence of emotional, motivational and cognitive models 
(Strongman 1996). The results of the study indicate that the respondents 
have different perceptions of the young people. It also indicates that 
there is a trend in the perceptions of the young people that discriminates 
between convicted and welfare, and welfare and remand, though there is 
an overall lack of differentiation supported by the present data.
The stepwise multiple regression data confirms the need to refine our 
current understanding of the psychological processes that underpin 
offending and poor mental health in young people using this convergent 
model. The data emphasises the importance to be given to the 
background history and context of the young person, and their view of 
their experience in the prediction of psychopathology and risk. The 
significant differences on the internal scales between the groups 
especially highlighted by the young people support this view. The study 
highlights the need for more multivariate studies to explain the 
experiences reported by the young people and not fully understood by 
observers such as their reported anxiety and depression. More studies are 
needed to show how context, and internal cognitive worlds interplay 
with violence and loss to name but a few of the significant variables 
found in the literature.
Our current understanding of loss (Oatley 1992) goes some way to
helping us understand the disruption of mutual plans, and the heightened
vulnerability tins engenders. The lack of motivation, affective control
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and problem solving seen in someone who is withdrawn and someone 
bereaved is regularly encountered m everyday clinical practice. Add this 
to the physical and cognitive external and internal context and one has 
the beginnings of aggressive behaviour similar to that of abusive 
relationships. Violence can be seen as the result of disrupted cognitions, 
and feelings that have arisen in models of behaviour from others. 
Violently inappropriate behaviour begets inappropriate problem solving 
and communication and in the majority of the young people in secure 
accommodation has left its mark by showing the young person limited 
strategies and orienting them to limited cognitive processing.
There is still a lot of research to be done in empirically understanding the 
theory underpinning the emotional processing of those who come into 
secure accommodation. We still need to develop a developmental model 
of criminogenic risk and mental health and why one develops into the 
other. The results of this study emphasise the need to gather more 
longitudinal and consistent data so that that theory may be developed.
Although we have some understanding of these processes outlined in 
Rutter (1998), Patterson (1975) and Webster Stratton (1993), we are 
still a long way from identifying the psychological profiles of those 
vulnerable to mental health difficulties and those vulnerable to 
criminality or both. Current theoretical models are not empirical or 
actuarial.
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4.8 The clinical implications of the study
The results obtained show the need to identify subjects with risk factors 
at an earlier age and to record predictors that the literature identifies 
much more systematically than at present. The Achenbach scales and the 
Hare Psychopathy Checklist - Youth version only show moderate 
correlations with each other. The Achenbach shows a single small 
correlation with the background data, the Hare Psychopathy 
Checkhst-Youth version shows none. Unless practitioners record risk 
factors early, predicting risk and mental illness will not become more 
rigorous.
The results show that we do not yet have a clear procedure which 
assesses those most at risk of mental health difficulties. The overlap 
between mental health risk factors and criminogenic factors was noted at 
the beginning. The Achenbach scales do not help in differentiating 
between these factors. The results indicate that the Achenbach scales of 
their own do not pick up the mental anguish of the young people who 
come to the unit. It has been noted that this mental anguish may well be 
associated with the differences found in the protected t tests though 
reservations have also been expressed about the sample to date.
Clinically further research is needed in the assessment of mental health 
and criminogenic factors in this population.
The study shows the need to set targets on entry to the unit which can be
described as treatment or intervention targets once preliminary screening
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has been carried out. At present there are no clear targets set and the 
findings indicate that there is no statistical difference between the groups 
before and after their stay at the unit. This may be because of the small 
sample but it may be because of the absence of a clearly set out plan of 
intervention.
The results indicate that there is no overall difference between the 
various groups of young people and that their psychological profiles have 
much in common as measured by the Achenbach scales. This raises the 
question whether one should üy to design group experiences for Section 
53s, Section 25s and Section 23s on psychological treatment grounds. 
There are those who will argue that individual programmes with targets 
would be much better avenues of development than group practices. 
Equally one might justify group intervention on other social, legal 
organisational or political grounds. This would be in accord with those 
who argue that convicted children should not be detained with children 
who are on care orders and that there is an incompatibility between the 
two groups.
The results indicate the need to redefine what secure accommodation
offers to whom. There is a lack of clarity about the different groups in
secure accommodation and the treatment they receive. There is no
defined treatment given to individuals or defined package of treatment.
The question remains as to whether the ethos of a secure setting has an
influence in its own right upon which to build the individual programmes
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for each young person. We have to be clearer about what counts as 
treatment. We also have to be clearer about baselining behaviour and 
psychological problems which can be tackled, which ones cannot be 
tackled and whether a secure establishment is about interventions or just 
about security and safety and not intervention. The multiple regression 
analyses should be instructive about what future programmes should 
target. However, further work is required on larger samples looking at 
the multivariates. The predictive significance of the Bereavement Index 
on the YSR scores helps us define in part where intervention should be 
targeted. One should sound a note of caution however that further studies 
using longitudinal and accurate data on larger samples need to confirm 
this association. Indeed further research is needed into the relationships 
of the indices of background factors with risk and mental health 
difficulties.
Hopefully further study will inform us more clearly who will benefit fi'om
what intervention fi'om the baseline profile obtained on the Achenbach
and more thorough recording of background data. On the present
evidence it is possible to target the developmental needs that are
associated with loss in its broadest terms which will include anger,
withdrawal and poor problem solving. Because loss and bereavement is a
complex construct one can argue the need for preventive foci to be made
upon the expression of feelings, coping with loss assertiveness. The
differences on the t tests argue for preventive work that addresses the
faulty thinking, feelings and behaviour of families in context along
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cognitive behavioural lines and especially relating to domestic violence 
and good enough parenting. If one takes the view that drug usage is often 
the result of self medication for painful internal experiences at an early 
age, once again faulty family attachments and learning needs to be 
addressed through parent training courses or models of family 
intervention such as that of Falloon (1982). Again the emphasis on 
anxiety and depression seen in the t tests argues for cognitive 
behavioural work with Young’s schemata in mind with parents and 
carers. The disparity between the various respondents on the protected t 
tests indicates that both teaching and care staff need greater skills 
training in observation and intervention techniques to reach a common 
understanding of difficulties experienced by the young people. Working 
along simple but clear cognitive behavioural lines should be at the core 
of carer practice.
4.9 Further research directions.
This study calls for more thorough and rigorous research over time
looking at specific interventions not only in the light of recidivism but
also into the factors that minimise criminogenic and mental illness
factors. There is a need to link needs, assessment, risk, intervention and
treatment in a way that is systematic and can be more systematically
collected and evaluated. Longitudinal research is needed- both qualitative
and quantitative- the former to give us new insights into the experiences
of the young people and the best ways of intervening, the latter to
demonstrate if change over time can be measured. Research needs to
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target assessment/treatment intervention in a rigorous way and to cany 
out follow up studies of those who receive systematic interventions- 
particularly family interventions.
Further research is required to unravel the complex relationship that 
exists between the Achenbach scales and the Hare Psychopathy 
Checklist-Youth Version. The extent to which the internal scores of the 
young people significantly predict variance on the latter instrument in 
this sample warrants further research into the construct of psychopathy in 
adolescence and its development on internal / external dimensions. 
Indeed it highlights the need to develop psychological theories built on 
multivariate models that help explain arrival and intervention after arrival 
in a secure unit. Our understanding of those secured and how, why and 
when convicted and welfare consider themselves different, merits fiirther 
research. One needs to ask what is the nature of the differences between 
the various groups, and especially whether the trauma of the groups is 
acute, chronic or how differentiated, if at all. A crucial question is 
whether the justice system and assessments within it help or hinder the 
career of children who are essentially damaged and on route to jail or 
mental hospital with personality disorders, mental illness or disorder. 
Future study needs to look closely at the psychological processes that 
have occurred and can be changed and to explain the overlap between 
criminogenic and mental health risk factors.
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ABSTRACT
The sti.viy begins w ith a d eta iled  review of the lite r a tu r e  to  provide a pertinent  
baokgrowid.In p articu lar  the author draws a tte n tio n  to  the behavioural 
framework, the e s s e n t ia ls  for  w riting  a good c o n tr a c t ,ty p e s . o f contract and 
s p e c if ic  examples o f work in v e s t ig a tin g  contingency c o n tr a c t in g ,s e lf  recording  
and praisirtg academic rather than on task  behaviour. Reference i s  a lso  made to  
s in g le  subject research  methodology.A d escr ip tio n  o f th e  aim s,reasons fo r  and 
hypotheses o f the d is se r ta t io n  follow s.T he method o u tlin e s  a p i lo t  contract 
stu d y ,the s e le c t io n  o f school and su b jects  and the o v era ll design.The 
contractual package and general procedures used are d e ta iled  as are the i n i t i a l  
con tracts and th e ir  course.Three top ju n io r s ,a l l  described as troublesome and 
uxiderperform irg,participated in  con tracts introduced on a weekly staggered  
m u ltip le  b ase lin e  over four weeks, a f te r  two weeks on a jo in t  b ase lin e  during  
which academic and behavioural data m.s  c o l le c t e d .Two su b jec ts  then wrote th e ir  
own con tracts  before a l l  three retirrned to  a week's b a s e lin e .Each su b ject used 
a s e l f  record booklet throughout. Follow up data i s  recorded. R esults are 
d iscussed  q u a n tita tiv e ly  and q u a lita t iv e ly  (various appendices describe th is  
data in. d e t a i l ) .A l l  three su b jec ts  showed in crease in  output and q u a lity  o f  
Maths and story  w riting,and a decrease in  troijblesome behaviour on post contract 
b a s e lin e . Evidence i s  a lso  given  to  show the value of th e booklet and the need 
for tra in in g  to  ijse the booklet ,sirice su b jec ts  in accurate ly  recorded tim e on 
task  and academic ou tp ut.Among future l in e s  of research  suggested i s  academic 
co n tractin g  w ith parents o f underachieving p u p ils  using  a s e r ie s  of s e l f  
recording b o o k le ts ,
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1i . e .  m w p m m w
A REflEff OF THE LITERATURE.
: 1 The WMYiowral Framework of
Contlngenoy o o n tr ^ c t is g  i s  b e s t  understood w ith in  the framework o f behaviour 
m odlfioatlon  and th e concepts embraced by behavioural psycW logy h 
comprehensive in tro d u ctio n  to  both su b jec ts  i s  provided in  Kilgard and Atkinson  
(1979) and festm aoott and Cameron (1 9 8 4 ),i t s *  gen era l a p p lica tio n s in  Herbert 
(1981) and Martin and Fear (1983) and i t s '  a p p lica tio n  to  sch oo l s e t t in g s  in  
Wheldall an& Eferrett (1984) and K&rrop (1983).
Behaviourism i s  a sch oo l o f  psychology a sso c ia ted  w ith John B. Watson (1913) who 
proposed th a t the su b jec t m atter o f  psychology i s  observable behaviour and not 
co n sc io u sn ess . Behaviour may be described as an observable and measurable 
response or a c t  o f  an in d iv id u a l. Behaviour m od ifica tion  may be defined  as the  
system atic  use o f  p r in c ip le s  derived from lea rn in g  th eory , p a r tic u la r ly  
reinforcem ent th e o r y ,in  a teach in g  or tra in in g  s itu a t io n . On th e fundamental 
assumption th a t behaviour i s  learned and can be unlearned i t  i s  concerned mainly 
w ith  the a p p lica tio n  o f  operant p r in c ip le s  i . e .  th ose  concerned w ith  operant 
behaviour. Operant behaviour i s  gen era lly  considered to  apply to  a l l  behaviour 
th a t i s  n o t  re flex ,a n d  may be sa id  to  be voluntary behaviour em itted  by an 
in d iv id u a l,and as such operates on the environment to  produce a 
consequence,which, in  turn strengthens or weakens the response. W hilst nai^  
o f  Ivan Pavlov i s  u su a lly  paired w ith  c la s s ic a l  con d ition in g  or lea rn in g  a t  an 
autom atic le v e l , t h a t  o f  B.F Skinx^r i s  link ed  w ith th e  development o f  operant 
co n d itio n in g . A v iv id  account o f Skinner's l i f e  and tW ught i s  to  be fouM  in  
Schultz (3976).
Reinforcement i s  an event which fo llo w s  a response which stren gth en s th a t  
response in  frequency or duration . The rein foroer  i s  th e  consequence o f  the  
response (In  c la s s ic a l  con d ition in g  the r e in fc rcer  i s  the unconditioned  
s t im u lu s ) .R einforcers may be d ivided  in to  three ty p es- A p o s it iv e  re in fo ro er  
which i s  u su a lly  p leasant or rewarding and which strei%gthens th e behaviour by 
being g iven  or d elivered  j A negative re in fo rcer  which i s  u sually  unpleasant oi
2a versive  and which strengthens the behaviour by being removed,and 
punishment, which when used te c h n ic a l ly , i s  defined as an event fo llo w in g  
behaviour which reduces th e  stren g th  o f th a t behaviour. Punishment i s  not 
recommended as a tr a in in g  procedure, though i t  i s  o f  note th a t techniques not 
Intended to  be punish ing can become so  through m isconception in  teach ing . 
Reinforcement i s  b est used c o n tin g e n tly , im m ediately, c o n s is te n t ly  and abuM antly  
(M errett 1985).
Shaping r e fe r s  to  th e process o f  moulding behaviour in to  a targeted  form by 
su ccess iv e  approxim ations. Maintenance r e fe r s  to  th e process o f  reducing  
reinforcem ent without changing the ra te  o f  d esira b le  behaviour, Behaviours are 
sa id  to  be g e i^ r a lise d  a cro ss  s i tu a t io n s ,to  other behaviours b esid es those being  
treated ,and  to  other r e in fo r c e r s  (Harrop 1983).
I .2  Contingency co n tra ctin g :a  behavioural tectuilgue,
m ilw ard  (1983) makes th e d is t in c t io n  between th erap eu tic  and behavioural 
co n tr a c ts , w h ils t  n o tin g  th a t le g a l  and commercial contract a have been part o f  
c i v i l i s e d  so c ie ty  fo r  thousands o f years. Therapeutic co n tra cts  between 
p s y c h ia tr is ts  and ad u lt p a t ie n ts  have been used to  e s ta b lis h  p ro fe ss io n a l 
a cco u n ta b ility . The work o f  Sulzer (1962) in  th is  f i e l d  and th a t o f A yllon and 
Skuban (1 9 7 3 ),though not based on em pirical e v id e n c e ,is  illu m in a tiv e  in  
i l lu s t r a  t ix g  the assumptions o f  gooû, con tractin g . Behavioural co n tra cts  or 
contingency c o n tr a c ts ,u n lik e  th erap eu tic  c o n tr a c ts ,are in te g r a l parts o f  th e  
treatm ent. Thus Stuart (1971) defined  a behavioural con tract as a means o f  
schedu ling  the exchange o f p o s it iv e  reinforoem ents between two or more 
person s‘ . Contracts stru ctu re  the r e la t io n sh ip s  between behaviours and th e ir  
consequences by sta tix \g  ; ’wh? i s  to  do w hat,for whom,under what circum stances". 
O rig in a lly  developed by Homme,Cysani,Gonzales and Rechs (1969) contingency  
con tractin g  makes use o f  Premack's p r in c ip le  (1959) which s ta t e s  th at any low  
p ro b a b ility  behaviour (th e  ta rg e t behaviour) cart be rein forced  by an opportunity  
to  entgrage in  h igh  p ro b a b ility  behaviour (rewarding behaviour) .
1 . 2 . 1 .  The e s s e n t ia l  components o f a good behavioural con tract.
tUllward (1985) takes the ten  r u le s  proposed by Homme e t  a l  ( 1969) and the f iv e  
e s s e n t ia l  elem ents o u tlin ed  by Stuart (1971) to  g ive a c le a r  exp lan ation  o f  the
5e s s e n t ia l  components o f  « good con tract. Such a con tract must:
1 . Be fa ir :  Th is  e n t a i l s  th a t the terms o f  the con tract on a l l  s id e s  must be 
perceived as b e iig  o f  equal w eight by the p a r tie s  concerned Teachers and 
parents must he prepared to  change th e ir  behaviour as w ell as th a t o f  the p u p il.
2 The terms, o f  th e con tract, must he c lea r : The terms o f  the contract must he 
sta ted  In  such terms th a t a l l  p a r tie s  are c le a r  about what each party has to  do. 
A ll sp e c if ie d  hehmvlours must he observable.
3 .The con tract must he honest: An honest con tract i s  the one which i s  carr ied  
out immediately and according to  th e terms d elin ea ted  in  tl&e con tract.
4 .The con tract must be necKXtiated: A ll co n tra cts  must be undertaken fr e e ly  and 
the c la u se s  o f th e  con tract r e f l e c t  mutual agreements arrived  a t  by mutual 
n eg o tia tio n . The process should be a p o s i t iv e ,rewarding experiertôe and serve  a s  
a model for  fu ture n e g o tia tio n s  and agreem ents.
5 .A con tract must be w r itten  p o s it iv e ly :  Contracts should s ta te  «hat each party  
w il l  do ,n ot what they w i l l  not do Thus one should w rite  : ' I  w i l l  do X * ami not 
' I  w i l l  not do Y u n less  you do Z‘ .
6 Some o f  the rewards o f  th e  contract must be immediate: A contract can M ve a 
v a r ie ty  o f rewards -  both s o c ia l  and ta n g ib le  -  but i t  i s  important th&t a t  
l e a s t  one k lM  o f reward should fo llo w  d esired  behaviour when performed,even i f  
th ere are a lso  agreed lon g  term rewards. Such reinforcem ent i s  helped by th e  
co n stru ctio n  o f a p erson alised  chart where the pupil v is ib ly  records h is  
s u c c e s s .
7 .Reward behaviour a f te r  i t  occurs. Y2ae in te n t io n  i s  to  e s ta b lis h  a re la tio n sh ip  
between behaviour and it s *  consequences. One m ight,to  ob ta in  su c cess , need to  
task  analyse the targeted  behaviour,which should be rein forced  
fr e q u e n tly ,c o n s is te n t ly , immediately,and co n tin g e n tly .
8 . I n i t i a l  co n tra cts  should a llow  the reward o f sm all approximations o f the  
d esired  behaviour : I t  i s  important when n eg o tia tin g  the con tract to  determine
th a t the agreed behaviour i s  in  the- bebavloural rep erto ire  o f the pupil I . e .  
th a t he can do what he has agreed to  do. This may require that some shaping o f  
b eh avlow  i s  undertaken a fte r  some task  a n a ly s is .
9 , Reward fr e quently w ith  sm all amounts: This i s  based on sourd ecoruDmic sense as
4w e ll as operant p r in c ip le s  th a t i t  i s  u su a lly  more e f f e c t iv e  to  g iv e  frequent 
sm all rewards than a few  la rg e  ones. This i s  p a r ticu la r ly  important i f  the  
ta r g e t behaviour i s  desired  to  he under th e con tro l o f  s o c ia l  re in fo ro ers .
10 .The contrast, shom d rew ard^cccm olishm ent ga th er  than ohed itase; Reward fo r  
accomplishment le a d s  to  independence whereas reward fo r  obedience oan only lead  
to  continued obedience to  th e person whom the pupil lea rn s to  obey. This i s  
p a r tic u la r ly  important in  th e presen t study which sought to  encourage p upil 
independence in  study.
i J . Good co n tra cts  con ta in  bonus c la u ses: Th is  encourages a p upil to  work hard to  
complete the co n tract in  excb an ^  fo r  ad d itio n a l rewards. Bonus c la u ses  o fte n  
reward c o n s is te n t  compliance w ith  th e con tract.
12 . Good co n tra cts aœk& in sa n c tio n  c la u se s  for  fa ilu r e  to  «^eet r ^ w w l M l i t l e # ; .  
This can on ly be included i f  agreed by th e p a r tie s  concerned. They should  
operate fo r  teach ers a s  w e ll as p u p ils .
13. C ontracts must be monitored : In  the classroom t h is  can be done d a ily  or
weekly fo r  a school/home co n tra ct, (ian itoring i s  important as i t  g iv e s  feedback  
on a c o n tr a c t's  p ro g ress ,th e  ra te  o f  p o s it iv e  reinforcem ent g iven  and 
received ,and  whether i t  i s  necessary to  make amendments to  maximise th e rewards 
o f a l l  p a r t ie s .
Î .2 .2 .Manager co n tro lled  and student co n tro lled  con tra cts .
Homme (1969) d escr ib es  a continuum o f  contract types w ith manager co n tro lled  
co n tra cts  a t one extrem e, three le v e ls  o f tr a n s it io n a l co n tra cts  in  between,and  
student co n tro lled  con tracts  a t th e other extrem e. In  manager co n tro lled  
co n tra cts  both the ta sk s required,and the amount o f  reinforcem ent g iven  are  
decided and adm inistered s o le ly  by another person than the student
( e . g .te a c h e r ,p aren t, p sy ch o lo g is t) .A t th e f i r s t  tr a n s it io n a l le v e l  the student
has p a r t ia l con tro l i . e .  the student shares con tro l o f e ith e r  the amount o f  task
or reinforcem ent but not both,and not complete con tro l o f  e i th e r .  At the second  
l e v e l  the student has an equal share in  con tro l o f the con tract as the manager 
-  i . e .  the student has e ith e r  jo in t  con tro l o f task  and rein forcem ent, or 
com plete con tro l o f one o f them. At the f in a l stage  o f  tr a n s it io n  the student 
has complete con tro l o f e ith er  task  or reinforcem ent ,ar*d jo in t  con tro l o f the
o th e r . Student co n tro lled  co n tra cts  g ive  co n tro l o f  th e  ta sk ,th e  reinforcem ent 
e n t ir e ly  to  the stu d en t. In  it s *  f u l l e s t  exp ression  student co n tro lled  
co n tra ctin g  implements th e process model o f  s e l f  co n tro l proposed by 
Glynn,Thomas and Shee (19*73). T his model has four components -  s e l f  assessm ent 
in  eh ioh  in d iv id u a ls  examine th e ir  own hehmviour and se e  i f  they have performed 
a g iven  behaviour or s e t  o f  Zwh&viours ; s e l f  recording,w here the in d iv id u a l 
o b je c t iv e ly  records th e frequency or duration  o f h is  or her performance o f  a 
given  behaviour or s e t  o f  behaviours; s e l f  determ ination o f reinforcem ent,where 
the in d iv id u a l determ ines «Aether s /h e  should rec e iv e  reinforcem ent,w hat type  
and how much, con tin gen t upon th e performance o f  a g iven  behaviour or s e t  o f  
behaviours ; and s e l f  ad m in istra tion  o f  reinforcem ent where th e in d iv id u a l 
disp en ses rewards con tin gen t upon the performance o f behaviour or s e t  o f  
behaviours. IWime ( 1 ^ 9 )  a ls o  ta lk s  o f macro and micro co n tr a c ts ,a  s e r ie s  o f  the  
la t t e r  forming one o f  the former.
Both Millward and Homme (1969) g iv e  advice on tow to  w rite  a con tract and tow to  
trou b le  shoot a c o n tr a c t . Thus con tractin g  i s  b est done w ith  p u p ils  above 
sev en /e ig h t years. One should s e le c t  one or two behaviours t t o t  one w ishes to  
work on f i r s t .  Bext one should describe the behaviours so  th a t e to  oan be 
observed and counted. Thirdly one needs to  id e n t ify  rewards and punishments. 
Fourthly one needs to  agree who i s  to  decide and adm inister th e  
ta sk /re in forcem en t. The con tract s to u ld  then  be w ritten  so  th a t everyoi^  
understands the c la u se s . Data stou ld  t to n  be c o l le c te d . This means record ing the  
behaviours,rewards and em otions accurately  and sy ste m a tic a lly . One o f  th e b est  
ways o f  doing t h is  i s  a llow in g  the pupil to  s e l f  record on prepared record  
s h e e ts ,a s  th is  combines reward g iv in g  w ith data c o l le c t io n .  The s e l f  record ing  
booklet designed in  t h i s  study was intended for  th a t purpose. I f  the data show 
no improvement one then trou b lesh oots the system . ttlllward cau tion s th a t every  
con tract has flaw s and th a t trou b lesh ootin g  i s  the way to  iro n  out the  
d e f ic ie n c ie s  One needs to  look a t the th ir te e n  areas o f the previous s e c t io n  to  
fin d  out what needs to  be amended. M. Seidner and D.Ki.rschenbaum (1980) look  a t  
the e f f e c t s  o f pre-treatm ent inform ation and in ten tio n  statem ents g iven  before
c o n tr a c t . They conclude th a t one o f  th e  key elem ents about behavioural oocitraots 
i s  th e ir  s p e c if ic a t io n  o f  treatm ent s tr a te g ie s  or pla%m,rather than inform ation  
about outcomes o f  treatm ent.
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One nay group p ertin en t s tu d ie s  In to  th ree se c t io n s  -  those r e la t in g  to  
contracting ,© » task/academ ic behaviour and to  s e l f  recording.
The b est review  o f  th e  l i t e r a tu r e  p rior  to  1981 i s  to  be found in  M illiard  
(1983). W hilst ee are concerned w ith  the use o f  co n tra ctin g  l a  the primary 
s e t t in g  t o  improve academic output , 02»  may g lean  u se fu l Inform ation from s tu d ie s  
employing co n tra cts  fo r  th erap eu tic  accou n tab ility ,an d  to  improve s o c ia l  
behaviour. Thus Sulzer (1962) p o s tu la te s  th a t co n tra cts  are unique and su ccess  
can only be determined w ith  referen ce  to  th a t u n iq u e i^ s . The point em phasises 
th e  use o f  a s in g le  ca se  methodology. He a lso  reported the rea c tiv e  e f f e c t s  
(p o s it iv e  and iw gatlve) th a t the th era p is t  produces in  th e behaviour o f  the  
c l i e n t .  Stuart (1971) used c o n tr a c t i le  as a v e h ic le  fo r  a ssu rin g  p r iv i le g e s  as  
genuine co n tin gen cies  to  a 16 year o ld  g i r l  whose parents did xkot abide by the  
f i r s t  con tract designed to  change th e g i r l s  a lleg ed  
prom iscuity ,exhib itionism ,hom e truancy and drug abuse. The study i s  important 
both fo r  th e d e ta i l s  o f data c o l le c t io n  and con tract but a lso  because i t  shows 
the con tract did not o f  i t s e l f  change behaviour,but f a c i l i t a t e d  change. The 
study em phasises th a t co n tra ctin g  i s  a package o f  many v a r ia b le s .
W allace e t  a l  (1973) used co n tra ctin g  over a 37 day period to  Increase a 
behaviour (a s se r t iv e n e s s )  th a t was not in  the s u b je c t 's  (a 22 year old  
handicapped ad u lt) rep er to ire . Mo b a se lin e  data or d e ta i l s  o f  n eg o tia tio n  or 
con tra ct are g iven . Taal (1973) used con tractin g  s u c c e s s fu lly  to  return  to  
sch oo l a 13 year old  phobic a fte r  a 6 month absence. The formml con tract ran for  
only  s ix  weeks and a l l  subsequent attendance was maintained by the parents u sing  
appropriate inform al management co n tln g en o le s . The study I s  notable lo r  
in trod u cin g  a fad ing procedure and a return  to  natural contingency arrangements. 
However,no d e ta i ls  o f the con tra cts ,n o  behavioural d e f in it io n s ,n o  rewards,nor 
r e s u lt s  are sp e c if ie d . Eyberg a ni Johnson (1974) used co n tra ctin g  as a treatm ent
varlm&le #d.t& parents o f  ch ild ren  perceived as havlztg beb&vlow problems. The 
co n tra cts  are sa id  to  have been su o o essfn l in  in creasin g  p arental 
co -o p era tlo n ,th e  number o f completed assignm ents and the speed and nw ber o f  
problems treated  in  com parison e i tb  a non-contingent group. Hbeever no 
r e l ia b i l i t y  checks o f the changes in  ch ild  behaviour were recorded; eva lu a tio n  
was su b jec tiv e  when m u ltip le  c r i t e r ia  fo r  a s s e s s i ï^  outcomes were needed. 
F rederlcksen,Jenkins and Carr (1976) used co n tractin g  to  in crease appropriate  
occupatio im l and in terp erson a l behaviours incom patible w ith ex ce ssiv e  drug usage 
in  a seventeen  year o ld  male drug u se r . The authors emphasise the use o f  
i^ g o t ia t lo n  in  co n tractin g  and w h ils t recording th a t th e in terv en tio n  helped a 
poorly in te r a c t in g  fam ily to  Improve communication, so lv e  problems and agree  
compromises,note the m ethodological d i f f i c u l t i e s  inherent in  the study. 
F lach etta  (1976) used verbal con tractin g  to  s u c c e s s fu lly  tr e a t  s o i l in g  in  a s ix  
year o ld . The study r a is e s  the d i f f i c u l t i e s  o f  recording th e d e ta i l s  o f  verbal 
co n tra cts  though th ese  are more appropriate w ith  ch ild ren  under seven .
Of more importance to  the presen t study are con tracts  i n  the school s e t t in g  and 
e s p e c ia l ly  con tracts used to  improve academic output. Gobell (1984) d isc u sse s  
the use o f  con tracts  in  a r e s id e n t ia l school w h ils t  Bur land (1978) and Willward 
(198%) g iv e  case s tu d ie s  o f  the same. There i s  a dearth  o f  s tu d ie s  u sin g  
c o n tr a c t l ig  w ith  in d iv id u a ls  to  in crease  th e ir  academic output and an absence o f  
such s tu d ie s  w ith in  the primary mainstream s e t t in g .  Clements and ffcKee (1968) 
used behavioural work co n tracts to  in crease  the work output o f p rison ers in  a 
programme in s tr u c tio n  course. The study showed th a t c e r ta in  rewards were o u ts id e  
th e con tro l o f the exp erim en ter,(su b jects preferred to  sta y  studying so  th a t  
they could return  to  th e ir  c e l l s  e a r ly ,rather than rece iv e  a reward in  the  
reinforcem ent event area).  This r a is e s  the qu estion  o f  whether sch oo ls  can  
provide the rewards sought by some p u p ils . I t  a ls o  showed th a t although reward 
menus are u se fu l the perception  o f what i s  rewarding depends on the in d iv id u a l. 
One n otes too th a t fr e e  n eg o tia tio n s  were held w ith the prisoners in  a way th a t  
would not be p o ssib le  w ith ch ild ren  aged e leven . B r is to l and Sloane (Î974)  
s u c c e s s fu lly  used con tractin g  to  in crease the study ra te  o f tw elve  
undergraduates o f w idely varying a b i l i t i e s ,  Kowever the evidence su ggests the
8con tra ct was on ly  e f f e c t iv e  in  improving the t e s t  performance o f the below  
average. Mean study time was sa id  to  in crease  by 100 per cen t during the f i r s t  
con tra ct and by four hundred per cen t during the second. The study made no 
checks o f  the p u p il s e l f  recorded data to  see  i f  fak in g  occurred which was q u ite  
p o s s ib le  g iven  th a t a fina%K>ial reward was o ffered  fo r  reaching ta r g e t. Even i f  
the quantity  o f  s e l f  record data was accurate , th i s  was not tru e o f  the q u a lity  
as the mean on t e s t  performance o f  the average and above average declined  w ith  
each t e s t .  ITo n eg o tia tio n s  were g iven  fo r  changes in  t e s t  performaiKxe; only  
group data was a v a ila b le . One needs to  remember th a t co n tra ctin g  i s  MSt a 
s p e c i f i c  treatm ent var ia b le  but i s  m u ltivar ia te  ; nor i s  money the only reward to  
which a pupil responds. By d e fa u lt  the study emphasises th e  importance o f  s in g le  
ca se  study Jenkins and Goraffa (1974) demonstrated th a t con tra ctin g  w ith  a 
token economy increased  the academic performance o f  junior m entally handicapped 
ch ild ren , h  m u ltip le  b a se lin e  procedure compared three treatm ent co n d ition s -  no 
token  economy or c o n tr a c ts , token economy alone aW behaviour con tract p lus token  
a cro ss  Beading and Maths v a r ia b le s . R esu lts showed th a t a ocxRbination o f  token  
economy and co n tra cts  produced the h igh est performance on both dependent 
v a r ia b le s , thereby em phasising the stren gth  o f  th e  package R e lia b i l i ty  data 
in d ica ted  n in ety  per cen t concurrence between observers on recordixigs. ïoak ley  
(1 9 7 2 ) ,using  an in tra  su b jec t r e p lic a t io n  d esign  w ith  e ig h t  phases concluded  
th a t behavioural proclam ations ( e . g .  token economics) and co n tra cts  proved 
superior to  the standard classroom  procedures o f  the b a se lin e  in  c la s s e s  w ith  
advantaged sen io r  high sch oo l stud en ts. J.Johnson (1983) con sid ers th e  r o le  of 
the p sy ch o lo g ist as a n ego tia tor  o f  co n tra cts . More recen tly  W.K.Bedmon and
H .E .F arris (1985) report on the scW olw ide b a sis  o f con tractin g  to  in d iv id u a lis e  
in s tr u c t io n  fo r  sev era l hundred high school stu d en ts, h model p ro ject i s  
described  based on a con tract learn in g  cen tre  run by stu d en ts who manage 
con tract procedures w ith th e ir  peers. Success i s  recorded in  four areas; ease  o f  
work,work com pletion ,the response to  the p roject o f the a d m in istra tion /teach ers  
and in  Improved grades in  c la s s .  The procedures are suggested as an inexpensive  
method o f  provid ing a ss is ta n c e  to  students who may not q u a lify  for formal 
in terv en tio n ,
1 .3  2 .  P r e i g i n a  a c a d e m ic  r a t h e r  t h a n  o n  t a s k  b e b a v i o w
ttarbolxn and Steinwan (1977) observe that "one reason why so much research  has 
iocu*«ed on the development o f on task and non d isru p tiv e  behaviours has been 
the assumption that those bebaviow s are the precursors in  the sense of  
p rereq u isites  o f academic behaviour". They advocate tM t re in fo rc in g  academic 
behaviour d ir e c t ly  in creases  on task  behaviour and decreases d isru p tiv e  
behaviour without the need to  re in fo rce  such behaviours sep arately  or 
concom itantly. They them selves in v estig a ted  the on task  behaviour/number and 
accuracy o f Maths problems completed by e ig h t f i f t h  aM s ix th  grade ch ildren . 
They concluded that the problems attempted increased and d isru p tive  behaviour 
decreased under con d ition s o f  reinforcem ent fo r  accuracy and ra te  o f  t&ths 
problem s,particu larly  when the teacher was absent from the c la s s .  Kirby and 
Shields (1972) make the poin t th at working d ir e c t ly  on arith m etic  response ra te  
does not require the teacher to  con stan tly  monitor s t i^ e n t behaviour during  
study. Maloney and Hopkins (1973) in  a study th at ex tern a lly  rein forced  s e le c te d  
parts of speech -  different adjectives,action words,genteme beginnings -  
concluded th a t con tin gen cies on fluency  have more promise than accuracy fo r  
childrens* story w ritin g  and that an appropriately se le c te d  academic task  
ca r r ie s  i t s '  own reward. Glynn (1983) a s se r ts  th a t re in fo rc in g  the a ttend ing  
behaviour o f four primary school underachievers w ith tokens had l i t t l e  e f f e c t  on 
acadm ic output (Maths and w ritten  ex p r e ss io n ). However reinforcem ent contingent 
upon academic output g rea tly  increased  a tten d in g  behaviour as w ell as in crea sin g  
academic output. HeitdersonC 1978) a lso  records th at re in fo rc in g  correct  
arithm etic alone in crea ses  appropriate behaviour. Glynn (1983) i s  very c le a r  
th at there i s  a c lea r  cu t case  for  d iscard in g  the reinforcem ent o f  a tten d in g  or 
on task behaviour in  favour o f re in fo r c in g  academic output in  classroom  
s e t t in g s . Reinforcement o f attend ing behaviour requ ires the tea ch er 's  presence  
as a d iscrim in ative  stim ulus ( s e t t in g  even t) for  such reinforcem ent,whereas w ith  
reinforcement contingent upon aoademio output th e learn in g  task  or curriculum  
m aterials w i l l  fu n ction  as the s e t t in g  event. Such an argument holds so long as  
the reinforcem ent procedures requ ire the teacher to  adm inister reinforcem ent for  
on-task behaviour.
10
1.3  3. ^Sell__reportiî^ ^
I t  i s  q u ite  fea sib le ,h o w ev er ,fo r  ch ildren  them selves to  take over th e  fu n ction  
o f observing and recording th e ir  own attend ing  behaviour as w ell as 
adm inistering th e ir  own reinforcem ent. Cautela (1971) u sing  the term s e l f  
assessm ent g en er lo a lly  p osited  th a t s e l f  assessm ent fu n ction s to  change 
behaviour through i t s '  e l i c i t a t io n  o f covert s e l f  r e in fo r c in g  or s e l f  punishing  
responses. Thus a ch ild  who in d ic a te s  on a chart th a t he has cxwspleted h is  d a ily  
chores may by th is  a ct e l i c i t  covert responses such as "I am a good boy". I f  
s e l f  assessm ent does lead  to  eva lu a tive  responses on the c h i ld 's  part i t  should 
have the p o te n tia l fu n ction  o f  e ith e r  in crea sin g  or decreasing  the r a te s  o f  
behaviour dependiz^ upon the m otivations o f the ch ild  as w ell as the demands and 
exp ecta tion s o f  s ig n if ic a n t  others.
Reference has already been made to  the model o f s e l f  con tro l proposed by 
Glynn,Thomas and She© (1973) who make the po in t th a t behavioural s e l f  con tro l 
procedures can include any one or a combination o f the four components o f s e l f  
assessm ent,s e l f  recording (the ca teg o r ie s  include terms such as s e l f  
monitoring,and s e l f  eva luation ) s e l f  determ ination o f reinforcem ent and s e l f  
adm inistration  o f rein forcem ent. Because the contractual procedures o f  th is  
study embraced the s p ir i t  and procedures o f s e l f  con tro l a review  o f  the  
l i t e r a tu r e  in  t h is  area i s  important to  th e su bstan tive  is s u e s  o f  the study 
General review s o f app licab le research  are to  be found in  Workman and ^ c t o r  
(1978) Sanders (1978) and O'Leary and Dubey (1979).  Like Workman and Beotor we 
s h a ll  confine ou rselves to  research  th at i s  classroom  based and w ith in  a 
behavioural framework o f data c o l le c t io n  and a n a ly s is  u sin g  frequency counts o f  
s p e c if ic  observable behavioui's. L ev itt (1973) used s e l f  record ing procedures to  
decrease aggression; McKenzie and Rushall (1974) to  in crease  c la s s  attendance; 
S an ta g ro ssi,0 'Leary,Romanoy2 yk,and Kaufman (1973) and Turkewitz,O'Leary and 
Ironsm ith (1975) revealed th at as an iso la te d  procedure s e l f  assessm ent was not 
p a rticu la r ly  e ffec tiv e ,w h en  they in stru cted  d isru p tive  ch ild ren  to  make g lob a l 
ludsgements of th e ir  s o c ia l  behaviour in  c la s s .  Ho reduction  in  d isru p tiv e  
behaviour observed. h steady by Layne,Rickard.Jones and Lyman (1976)
demonstrated the za ilu re  o f s e l f  assessment to strenqtlien room cleanirio
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beiiaviovr tlcHamara used s e l f  recording w ith secondary pupils to improve s e l f  
management (1979).
Broden,M itts and Hall C1971) examined the e f f e c t s  o f  s e l f  recording on the  
classroom behaviour o f two junior high school s tu d e n ts . The authors conclude 
that s e l f  recording alone was good a t  m aintaining on task  behaviour but s e l f  
recording w ith p ra ise was b etter . However,the e f f e c t s  o f  s e l f  recording were 
confounded by the c o u n se llo r 's  p ra ise  during th e s e l f  recording phase o f the  
study. Gottman and ncF ali (1972) in v estig a ted  s e l f  recording procedures on oral 
c la s s  p a r t ic ip a t io n ,d a ily  grades and the number o f  v i s i t s  to  the school o f f ic e  
by su b jec ts  described as " p o ten tia l dropouts". Although th ere were no fo llo w  
up s tu d ie s ,r e s u lt s  suggested that wb&tever behaviour i s  being recorded w i l l  be 
strengthened. N elson ,L ip insk i and Boykin (1978) siK>cessfully taught retarded  
ad o lescen ts to  in crease  th e ir  ra te  o f appropriate v e r b a lisa tio n s  by u s izg  a s e l f  
recording procedure. Horner and Brigham (1979) in  a s irg i©  su b jec t d esign  w ith a 
r e p lic a tio n  assessed  the e f f e c t s  o f  s e l f  m onitoring and s e l f  adm inistered  
reinforcem ent w ith retarded ch ildren . R esults in d ica ted  th a t the boys who 
p a rtic ip a ted  were h igh ly  responsive to  the s e l f  m onitoring phase but th a t the  
e f f e c t  was sh ort l iv e d  and not as dramatic a s  the c h a n t s  found w ith  s e l f
adm inistered reinforcem ent procedures. Holman and Baer (1979) used two m u ltip le  
b ase lin e  designs across three normal and three devian t ch ild ren  and demonstrated 
th a t s e l f  m onitoring o f  academic task-com pletions f a c i l i t a t e s  on ta sk  responding  
for  a l l  su b jec ts  in  the g en era lisa tio n  (classroom ) s e t t in g , k  subsequent 
rev ersa l design  shewed that th ese  e f f e c t s  endured in  the two su b jec ts  a v a ila b le  
as much as one year a fte r  commencement o f  tra in in g . L ev itt  and C urtis (1969) 
compared the e f f e c t s  o f teacher determined reiriforoement and s e l f  con tro l 
procedures on the academic ra te  o f a tw elve year old  behaviourally  disordered
c h ild . Glynn (1970) did the same with the accuracy o f  academic response o f  128
normal' fem ale n in th  graders. Glynn,Thomas and Shoe (1973) in  a more elaborate  
study w ith e ig h t second graders experimented w ith  d if fe r e n t  types o f ex tern a l 
reinforcem ent and s e l f  con tro l procedures. Glynn and Thomas (1974) looked a t
the use o f s e l f  recording procedures and cueing using a cueing chart and a 
bleeper to  f a c i l i t a t e  the s e l f  recording in  a study that preceded the work o f
12
n errett arul W hellall (1978) and Merrett and Bl'jxideil (1982),  Frederxksen arid 
Frederxhsen (1975) looked a t on task  behaviour with 14 s ix th  arid seventh  
graders. A ll o f  these s tu d ie s  found th at however oi^ defined ‘on task/academ ic’ 
behavioural s e l f  c o n tr o l,con d ition s resu lted  in  a s ig n if ic a n t  in crease  over 
b ase lin e  behaviour and s ig n if ic a n t ly  higher r a te s  o f on task  behaviour than  
extern a l reinforcem ent A ll s tu d ie s  lacked fo llo w  up data (w ith  the exception  o f  
tier re t  t  and B lu n d e ll's  work). The f i r s t ,  fou rth  and seventh  were flawed by the  
fa c t  that s e l f  con tro l procedures were preceded by ex tern a l reinforcem ent 
phases. A study by Ballard and Glynn (1975) i s  worth quoting in  greater d e ta il  
in  th a t i t  i s  germane to  the present study in  in v e s t ig a t in g  the use o f various  
s e l f  con tro l procedures on 14 th ird  grade ch ild r e n 's  story  w ritin g  - v iz  number 
o f  se n te n c e s ,d iffe r e n t actio n  words,d escr ib in g  words and the q u a lity  o f the 
fin ish ed  products. Findizkgs in d ica ted  th a t s e l f  recording alone had no e f f e c t  on 
ta rg et behaviours but th a t s e l f  adm in istration  o f reinforcem ent s ig n if ic a n t ly  
increased sentence ou tp ut,a c tio n  and d escr ib in g  words. On task behaviour was 
greater In  s e l f  adm inistration  o f reinforcem ent phases than in  b a se lin e  or s e l f  
recording phase. The cr e a tiv e  q u a lity  in  th ese  phases were a lso  judged superior  
by independent a rb iter s . However in te r  r e l ia b i l i t y  amongst the judges was only  
69 per cen t.
1.4 The co n trastin g  pagkace : a most eq u ita b le  procedure.
Contracting as an independent var ia b le  i s  a complex therapeutic  technique  
consisting of many component v a r ia b les  not yet fu l ly  in v e s tig a te d . O'Leary and 
Dubey (1979) d e lin ea te  the author’s  views on the Importance o f  s e l f  con tro l 
procedures -  actin g  independently i s  valued and expected in  our cu ltu re ; the  
ch ild  or parent may not always be present to  g ive  reinforcem ent ; w hile the  
ch ild  tra in s  h im self the teacher can teach  others ; s e l f  con tro l procedures 
produce more durable learn in g  and b e tter  s e l f  image. Gobell (1984) g iv es  the  
reasons for  using co n tra c ts ; they use system atic  p r in c ip le s  o f in terv en tio n  th a t  
are open to  scru tiny  and g iv e  feedback and evidence to  a l l  p a r tie s  o f  
achievements ; they provide an e x c e lle n t  focus to  d iscu ss  and so lv e  problems and 
most importantly emphasise the p u p il's  a c t iv e  part in  behaviour change,in  
s e t t in g  ta r g e t s ,monitoring progress and organ ising  rewards. In  short con tractin g  
i s  a most equ itab le procedure.
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1 5 Single  subie c t  research methqdploq%_
A s in g le  su bject research methodology has been adopted for  many reasons. 
F irstly .a lth o u g h  much knowledge has been gained from group comparison 
research ,such  procedures present fundamental problems when working w ith human 
beings in  applied s e t t in g s .  I t  i s  extremely d i f f i c u l t  to  fin d  homogeneous groups 
of su b jec ts  w ith the behaviour/s one w ishes to  stu d y , e sp e c ia lly  i f  that 
behaviour i s  la b e lle d  rather than actual,and c o s t ly  in  money and time (Hersen 
and Barlow 1976).  Such con sid erations are o f p articu la r  relevance to  educational 
p sy ch o lo g ists  u s ir g  behavioural techniques th a t are a lso  e c o lo g ic a lly  sound. 
(Boyle l977,Kî-antz and E is ley  1977) e sp e c ia lly  in  the area o f  sp e c ia l education  
(S tebart and Tricky 1986)
The primary o b jec tiv e  o f s in g le  su b ject research i s  to  in v e s t ig a te  the  
fu n ction a l re la tio n sh ip  between treatment or in s tr u c tio n a l procedures and 
behaviour change w ith in  the su b ject. The second o b jec tiv e  i s  to  document these  
procedures in  such a manner that f in d ir ^  can be used by other researchers or 
p ra c titio n ers  when working with c l ie n t s  who ex h ib it  s im ila r  behaviour in  s im ila r  
s e t t in g s .
Three b asic  types o f w ith in  su b jects  design  are used to  examine the fu n ction a l 
r e la tio n sh ip  between trea tm en t/in stru ctio n a l procedures (th e  independent 
variab le) and the change in  the c l i e n t ’s  sp e c if ie d  behaviour (th e dependent 
v a r ia b le ) . These are the w ith d raw al/reversa l,th e m u ltip le  b a se lin e  l in e  and the  
a lte r n a tin g  treatment designs. A ll have two common c h a r a c te r is t ic s  -  the 
repeated measurement o f the dependent variab le  and a b a se lin e  before the  
in tervention .E ach  su bject a c ts  as h is /h e r  con tro l so th a t the e f f e c t s  o f 
s t a t i s t i c a l  reg ressio n  and s e le c t io n  (Campbell and Stanley 1966 p5) cannot 
present r iv a l l in g  hypotheses for  the changes in  behaviour w ith in  these w ith in  
su bject designs M ortality as defined by Campbell and Stanley (1966 p5) i s  a lso  
not a problem in  that a study i s  terminated by the lo s s  o f a su b jec t. However 
the im p lica tion s o f the lo s s  on the in te r v e n tio n 's  e f fe c t iv e n e s s  are a ls o  o ften  
l o s t  because such an event i s  rarely  reported ,or reg retta b ly  concealed.
The m ultip le b ase lin e  i s  to  be preferred in  the sch oo l s e t t in g  because of the  
e th ic a l considerations in  withdrawal or rev ersa l d esign . To withdraw su c c e ss fu l
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procedures even for  a b r ie f  period tmy seem irresp o n sib le  to  oaretakers. The 
main advantage o f the m ultip le  b a se lin e  d esign  i s  th a t in terven tion s do not Imve 
to  be interrupted or withdrawn to  show e f f e c t s  so  that caretakers are more 
l ik e ly  to  co-operate (Murphy and Bryan 1980).  There are sev era l v a r ia tio n s  to  
the design  -  across behavlours, across in d iv id u a ls  and across s itu a tio n s  (Kasdin 
and Kbpel 1975 ,% ratochwill 1978 and Barlow 1976). We have chosen to  go across  
su b jec ts . In  th is  design  a nimber o f  su b jec ts ' behaviour responses are defined  
and measured to  provide a b a se lin e  ag&inst which the e f f e c t s  of in terv en tio n  can 
be measured. The in terv en tio n  package i s  then introduced for  one su b jec t and 
changes measured and compared w ith b a se lin e  measurements. The treatment i s  the*  
applied  to  the next su b ject w h ils t  measures continue for  the other su b jec ts . In  
t h is  way i t  i s  hoped to  demonstrate a ‘cause and e f f e c t '  r e la tio n sh ip  as 
behaviour only changes when the experim ental procedure i s  a p p lied . Id e a lly  a 
lengthy b ase lin e  i s  required. The m u ltip le  b a se lin e  across su b jects i s  perîuips 
the weakest o f  the m u ltip le  b a se lin e  d esign s as in tersu h jec t d iffe r e n c e s  may 
produce th rea ts  re la ted  to  se le c t io n ,m o r ta lity  and maturation not normally 
present in  w ith in  su b jec ts  d esign s. E sse n tia lly  the design  c o n s is ts  o f a s e r ie s  
o f staggered AB designs where th e e f f e c t  o f maturation and h isto ry  are  
co n tro lled  by the extended b a se lin es  in  the second and subsequent su b jec ts .
1 6 Reliability check,
The use o f  system atic  repeated measurement o f  the dependent variab le  i s  one o f  
the most important s tr a te g ie s  for  s in g le  su bject research. One has to  
guard,however ..against the e f f e c t s  o f  observer d r i f t ,experimenter b ia s  and 
observer b ias con trib u tin g  to  the e f f e c t s  o f  changes in  the measuring procedures 
presenting confounding e f f e c t s  ( in stru m en tation ).To con tro l for  th ese  v a r ia b les  
in te r  o b serv er /ra ter /a ssesso r  r e l ia b i l i t y  checks are u sually  conducted a t le a s t  
once during each experim ental phase (K elly  1977, Harrop 1983). Such assessm ents 
are usually  reported as percentages o f agreement and make use where p o ssib le  of 
experim entally naive trained  observers. The e f f e c t s  of assessm ent before and 
during the treatment period on the c l i e n t ' s  behaviour ( te s t in g )  may a lso  present 
a behavioural change not a ssoc ia ted  with the treatment procedures. Both 
instrum entation and te s t in g  e f f e c t s  &x'e threats to in ter  rial va l i d i t y ,  External 
v a l i d i ty  in  S in g le  sub»ject research can only be gained by direct r e p lic a tio n
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(Birinbrau»r 1981 ,Ktrs®n and Barlow 19?6,Kazdxn 1981),or by »yet#*#tio  
r e p lic a t io n  o f procedures by the consumer in  other s itu a tio n s  by other c l ie n t s  
(Sidwan 1960). Bijou e t  a l  (1968) look c lo se r  a t in teg ra tin g  d escr ip tiv e  and 
experim ental f i e ld  s tu d ie s  a t the le v e l  o f  data and em pirical concepts. Powell 
e t  a l  (1975 and 1977) f u l ly  consider time sampling and measurement error. Frick  
and Semmel (1978) comprehensively review  the is su e  o f observer agreement and the  
r e l ia b i l i t y  o f  observational measures. They poin t out th a t "minimal observer 
disagreement i s  a necessary but in s u f f ic ie n t  con d ition  for  high r e l ia b i l i t y  
c o e f f ic ie n t s .  "R eliable data depends not only on minimal disagreement but a ls o  
on sta b le  pupil s t a f f  behaviour from occasion  to  occasion  and w ell designed  
system s. The need fo r  tr a in in g  observers ought to  be addressed by the  
experim enter.
1 .7  Reasons for  the present study.
Moving to  secondary school i s  % d i f f i c u l t  t r a n s it io n  in  many ways but e sp e c ia lly  
in  the demands made on the new pupil to  be more s e l f  d isc ip lin e d  in  study  
(Hamblin 1978).The present d is s e r ta t io n  rep resen ts a p r a c tic a l attempt to  help  
three xmderachieving top juniors to  make th a t tr a n s it io n  more e a s i ly  fey arming 
them with a method o f s e l f  recording th a t seeks to  encourage s e l f  r e f le c t io n  and 
a ccou n ta b ility  to  s e l f  and s ig n if ic a n t  persons and to  use su ccess as the model 
o f working in  school.
The author was p a rticu la r ly  in te r e ste d  in  a d is s e r ta t io n  th a t was o f  p r a c tic a l 
u se ,sch o o l based and tack led  the r e a l i t i e s  o f  behavioural ecology and y ie ld ed  a 
maximwft o f outcomes to  a l l  p a r t ie s  w h ils t  Informing him o f the th e o r e t ic a l  
is s u e s  o f  con tracting  and s in g le  case methodology and d e s ig n , Although the
author had wished to  work with groups he r e a lis e d  th a t i t  i s  rare th a t the  
educational p sych o log ist in  the f i e ld  has the opportunity to  work in  t h is
fash ion  and that the bulk of an educational p sy c h o lo g is t 's  work i s  w ith
in d iv id u a l cases He th erefore considered i t  h ighly  appropriate to  gain
experience in  s in g le  case research design  and methodology as th is  has many 
precedents in  academic and applied psychology for  generating th eory .
1 8 J ams o f the present s tudy .
The aims of the present s t ’Jdy may be expressed as fo llow s:
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1. To design  in d iv idu a l oon iraots Involvisvg three h o y s ,th e ir  c la s s  teacher aM  
th e ir  parent ( s )  to  improve the aoademio work output o f  the boys using  
behavioural p r in c ip le s . This i s  a departure from the usual use o f con tracting  to  
change d isru p tive  behaviour in  secondary sch o o ls .
2. To in v e s t ig a te  i f  top jun iors can engage in  such contracting .
3. To design  a s e l f  recording booklet th a t could u se fu lly  Î»  adopted in  the  
classroom and evaluate i t s '  e f f e c t iv e n e s s .
4. To ga in  the experience o f  con tractin g  and n eg o tia tio n  and using observation  
schedules and design  methodology th a t would be o f  la te r  p ro fess io n a l use to  the  
author.
5. To q u a lita t iv e ly  examine the changes brought about by the con tracting
package.
1.9.  Statement o f the a lte r n a t:(ve hypotheaie
By focu sin g  not upon the undesirable behaviours o f the in d iv id u a l but upon th e ir  
academic o u tp u t ,it  i s  p o ssib le  using  behavioural con tractual procedures as a 
v e h ic le  package to  s ig n if ic a n t ly  in crease  appropriate academic output and reduce 
the incidence o f undesirable behaviours. Academic output w i l l  be s ig n if ic a n t ly  
increased w ith the use o f  a contract than without i t .
Tb® dependent variab le  throughout i s  academic output defined as output o f  
correct tfeths problems and the len gth  and q u a lity  o f  the Story W riting. The 
independent variab le i s  the con tracting  package as defined e a r l ie r .  
k  subsid iary hypothesis i s  that p u p ils  in  th e ir  la s t  year o f Primary Education  
are able to  accurately  s e l f  record th e ir  academic behaviour.
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2 .0  METHOD
2.1.  P i lo t  con tract stu d y.
A p i lo t  study o f con tractin g  was undertaken by the author w h ils t  on placement in  
W iltsh ire  d w in g  the four weeks p rior to  the Summer term. Stuart,aged e ig h t and 
a h a lf  was referred  to  the School’s  P sych o log ica l Service fo r  lack  o f  work and 
lo r  always g e tt in g  in to  trou b le  in  c l a s s . A fter observation  over a school 
m orning,perusal o f  school rec o rd s,co n su lta tio n  w ith  the c la s s  teacher and the  
fa ilu r e  o f  low key In terv en tio n  u s iz g  p r a ise /c u e in g , i t  was decided to  draw up a 
con tract w ith  Stuart. The teacher was asked to  agree w ith Stuart what he would 
l ik e  as a reward w ith in  sch ool time i f  one were to  trade school tim e fo r  
com pletion o f  assignm ents. The con tract was drawn up w ith the teacher a c t in g  as 
n eg o tia to r  w ith Stuart rather than the author,s in c e  i t  was c le a r  th a t Stuart did  
not so  much seek to  d isru p t fo r  i t s  ’ own sake as to  ga in  the teacher ' s  
a tte n tio n . However the con tract was consequently r ig id ly  uM er the co n tro l o f  
th e teach er. A copy o f th e  con tract can be seen  in  Appendix One Stuart was 
l i v in g  w ith  h is  fa th er  who was unfortunately  unable to  be present a t  the  
con tract s ig n in g  which was performed w ith much poap aM  ceremony w ith  the  
îfead teacher w ield in g  sch ool stamp eM  s i lv e r  pen, fo llow ed  by S tu art, h is  
c la ss tea ch er  (who had read the con tract aloud to  S tu a r t) ,and the a u th or ,in  tf^  
presence o f  S tu art’s  omf year older s i s t e r .  Time c o n stra in ts  allowed th e autW r 
to  monitor th e contract fo r  only one week -  during which tim e S tm r t ’s  work 
output and behaviour improved and the tea ch er’s  perception  o f  th e problem 
changed. However the h o lidays then intervened,and by the time the author 
returned ,th e  ch ild  guidance team were in v o lv e d , Stuart was o f f  con tract and the  
teacher had decided th at he was q u ite  happy w ith  S tu a rt’s  progress.
The p i lo t  study was a u se fu l e x e r c ise  fo r  the author in  th at i t  taught id»  how 
to  draw up the b asic  format o f a c o n tr a c t ,o f  the importance o f an extended  
baselin®' to  ob ta in  s ta b le  data on S tu art’s  academic and s o c ia l  beM viour rather  
than a mere morning, o f  the importance o f  the p sych o log ist being the  
negotiator/m edia tor i f  the q u a lity  o f n eg o tia tio n s  were to  bring about a s h i f t  
from manager con tro l to  s e l f  co n tro l by the p u p il ,o f the importance o f  • 
tigdktenli^r up the terms o f  the contract so  th a t th e  teacher was c lea r  about’ what
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s /h e  exp ects  and promises to  d o ,o f  the importance o f  m onitoring those c la u ses  so  
th a t i f  the teacher agrees to  cue they w il l  a c tu a lly  do so  c o n s is te n t ly . The 
p i lo t  study a lso  suggested the need to  in v e s t ig a te  th e penser o f parental 
p a rtic ip a tio n ,a n d  th e leed  fo r  a d a ily  recording system as  opposed to  a weekly 
one where the pupil was ab le  to  record c le a r  d e ta i l s  o f  ta r g e t s ,ju s t  as the  
teach er m ight,so  th a t the p u p il could r e f l e c t  and wore im portantly take con tro l 
The e th ic a l  problem o f  o f fe r in g  fr e e  time in  schooltim e to  only one pupil 
perceived  by the c la s s  a s  misbehavli^jr a lso  ra ised  i t s '  head. !&>dificatlons 
stemming from the p i lo t  study and the l i t e r a tu r e  were embodied in  the main 
s tu d y .
2 . 2 .  Main study
2 . 2 . 1 .  S e le c tio n  o f  sch ool.
The author was presented w ith three p o ss ib le  s e t t in g s  by h is  supervisor In  
IPiltshir© aiul l e f t  to  decide which su b jec ts  and environments b est su ited  h is  
needs. P o ss ib le  su b jec ts  were d iscussed  w ith  th e headteachers o f  a l l  th ree  
sch o o ls . James a n ine year o ld  in  school One who was I n i t ia l l y  con sid ered ,a f te r  
being the su b jec t o f in terv en tio n  by the author,was discarded when i t  was 
r e a lis e d  th a t a new teacher was ta k iig  over h is  c la s s .  In  an en terp r ise  such as 
t h is  not only i s  i t  necessary to  have good rapport w ith  c o lle a g u e s , to  work in  
tandem so th a t mutual b e n e f it  accrues,b ut a lso  to  do everyth ing one can W fore  
in te r v e n tio n  to  ensure su c c e s s . I t  was considered u n fa ir  to  overload a new 
teacher w ith  the problem o f g e tt ix ^  to  know a new sch o o l,h er  c la s s  and run a 
programme th a t would Involve observation ,m onitoring,and th e frequent presence o f  
another in  c la s s .
Enquiries over the phone w ith  school Two revealed  th a t th e sch ool did not share  
the lo c a l p sy c h o lo g is t 's  view th a t a group o f p u p ils  were causing  d i f f i c u l t i e s  
in  c la s s ,b u t  th a t there was only one pupil who needed help  and th a t was b est  
given  by ch ild  guidance. The Head was most re lu cta n t fo r  any involvem ent by a 
tra in ee  p sy ch o lo g is t. When she phoned to  cancel the appointment to  observe the  
main sub j e c t , th e  author decided that the p o te n tia l problems o f  working in  such a 
sch ool fa r  outweighed the p o ssib le  g a in s .
School Three was chosen as a su ita b le  s e t t in g  because of i t s ' healthy and happy
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ethos which the author had experienced during the fou r week placement when he 
had a ls o  p ilo te d  a con tract w ith one o f the second year pupils,S tuart,w ho was 
p resen tin g  as a d isru p tiv e  underperforming p u p il. As th e  con tract had worked 
e f f e c t iv e ly  during th e one week the author had heen ab le to  monitor it ,a n d  as he 
had enjoyed working a lon gsid e the o la sstea o h er  on another case  as e e l l  ,th e  
author i n i t i a l l y  considered working w ith the same tea ch er . The fa c t  th a t the  
t e a c ^ r  was a probationary teacher and INSET work i s  part o f  the p sy c h o lo g is t 's  
r o le  added w eight to  th e argument to  work w ith  the healthy part o f  the  
system . However, a f te r  fu rth er co n su lta tio n  w ith the head and other s t a f f  aware o f  
the demands o f  t î »  programme,it seemed th a t th e  p u p ils  most l ik e ly  to  b e n e fit  
from con tra ctin g  were fou rth  form jun iors about to  le a v e  the primary se c to r  and 
wove to  secoM ary sch o o l. Several names were put forward but th ree in  p a rticu la r  
stood  out a s  p u p ils  who needed to  r e f le c t  upon th e ir  work and behaviour, needed 
to  experience su ccess  in  the classroom,and a method o f  m onitoring them selves in  
th a t con tex t before movii^. The author was p a r tic u la r ly  persuaded by th e  fa c t  
th a t a h igh ra te  o f  f i r s t  year secondary p u p ils  are referred  to  th e Schools' 
P sych o log ica l Service fo r  d isru p tiv e  behaviour and low academic output in  t h is  
part o f the country (fo r  whatever reason) and i t  seemed tim ely  to  s e e  i f  top  
ju n iors could operate co n tra cts  before moving to  the vast world o f  the  
secondary s c h o o l, The l i te r a tu r e  i s  alnw st e x c lu s iv e ly  concerned w ith  the  
operation  o f  co n tra cts  in  the secondary se c to r  o f  mainstream and the primary 
sec to r  o f sp e c ia l sch o o lin g . Informal observation  o f  the second and fou rth  year 
classroom s made i t  obvious th a t the work output o f the top  junior i s  e a s ie r  to  
map than th a t o f  the second year. The teacher o f  the top junior c la s s  «us a ls o  a 
sen io r  teacher and sch oo l governor so that any su c c e ss fu l in terv e n tio n  stood  a 
b e tte r  chance o f uptake in  the r e s t  o f the sc h o o l. I t  was consequently decided  
to  in v o lv e  the probationary teacher in  the con stru ction  o f the d a lly  record  
sh eet/w eek ly  record ing b o o k le t . Such arrangements required n eg o tia tio n s  th a t  
were o f mutual b e n e fit
The a ctu a l sch ool i s  housed in  a V ictorian  b u ild in g  in  what was a v i l la g e  but i s  
now an expanding town w ith  many ch ild ren  coming from the x^arby armed fo rces  
camp and the lo c a l couxtcil e s ta te s  and rural countryside
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2.2.2.
Informal observation  o f  th e  c la s s  revealed  th a t the three in d icated  su b jec ts  
appeared o f f  task  more than most during In d iv id u a l work assignm ents ,and 
warranted further o b serva tion  o f a system atic  nature. As i t  «%s considered by
the author th a t teach ers are p r o fe s s io m l and t l » t  in  con tracting  th e ir
perceptions are as im portant,11 not more so  than an outsider,w ho does not work 
w ith  the children f u l l  tim e,aM  o s c o n tr a c t i le  in v o lv es  cM nges in  teao l^ r  
p ercep tio n s,th e  author did not h eav ily  cross  examine t î »  teacher on her 
s e le c t io n  o f  su b jec ts  but accepted th a t th e  p u p ils  were causing a problem. The 
teacher was asked to  w rite  a few l i n e s  in  her own words about each p upil (s e e  
AppeMlx T«>) and to  nom im te s ix  pxqplls whom she considered worth observing -  
two whom she thought exemplary and one whom she considered could produce more 
work and behave b e t t e r . At t h i s  poin t i t  was intended to  have four su b jec ts  (th e  
number recoemended by Her sen  e t  a l  1976) but co n sid era tion s o f tim e n ec e ss ita te d  
th a t on ly  three su b jec ts  were f in a l ly  b ase lin ed . O bservation o f  a l l  s ix  on the  
stru ctu red  schedule described  by Iferrett and ffh eld a ll 196d(see Appendix Three) 
revea led  th a t the th ree nominated were considerab ly  o f f  task  more than tbe  
o th e r s . The author was not introduced to  the c la s s  and no in te r a c tio n s  took  
p lace  over th e two h a lf  hour morning s e s s io n s  o f observations when th e author 
stood to  the s id e  o f the c la s s  but took care to  see  the fa c e s  end bod ies o f  
th ose  observed. Tî^ ob servation  schedule was d e lib e r a te ly  s in g led  out o f many,as 
i t  made use o f  ca teg o r ie s  o f  I*haviour teach ers found most d istu rb in g .
D iscu ssion  o f  the boys' work took p lace in  the breaks fo llo w in g  observation .
Although no g ir l  was s e le c te d  as s u b je c t ,th is  r e f l e c t s  the higher r e fe r r a l o f  
boys rather than g i r l s  fo r  d isru p tiv e  behaviour a t  secondary sch oo l.
2 . 2 . 3 , Overall  d esign  o f the study.
The study involved a m u ltip le  b a se lin e  or time lagged d esign  not present in  the  
p i lo t .  An across su b jec ts  d esign  was adopted w ith  one p r in c ip a l su b jec t Paul 
D,and two othejs Paul tl. and Tim D. An across s itu a t io n s  design  was discarded as  
p resen tin g  corifounding v a r ia b les . As co n tractin g  i s  e s s e n t ia l ly  Ideographic, and 
cannot be described as a s in g le  lr*dependent variab le  a con tractin g  package was 
u sed . The i n i t i a l  o v e r a ll design  i s  d iagram atica lly  represented o v er lea f.
Week On»
W&9k Two
Week Three
Week Four
Week Five
Week Six
Week Seven
Week Eight
Week Nirw?
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ïÀsms^M Qm
Subject One Subject Two Subject Three
------- -----------  ---------- Î ....................... 1
B aseline o f  two weeks during which 1 )Academic data c o lle c te d  each week 
in  Maths and E nglish  assignment work. 2) Behavioural data on structured  
schedule c o lle c te d  over two weeks. 3 )Q u a iita tiv e  p r o f ile  f i l l e d  in  on e a o i  
pupil by teach er .
Contract One s ta r t s  
a fte r  1 .Interview  on 
rewards.2 .Behaviour 
observed.3 .Explanation  
o f c o n tra o tiz ig .4 .1 ia is  
w ith tea ch er /p aren t.
1 . Academic data 
c o l le c te d .
2 .Behaviour observed.
3. R e lia b i l ity  check.
4 .Q uality check
Contract Two s t a r t s  
the same way as Contrac
On  sta r ted .
As above -  maintenance 
o f con tract.
As in  seoond week o f  
Contract One w ith  
maintenance o f  contrac
Contract Three s ta r t s
in  the same way as 
; .Contract One s ta r te d .
As above -  w ith  fad in g  
o f  manager con tro lled  
to  s e l f  con tro l o f  
c o n tra c t.
As in  th ird  week o f  
Contract One w ith  
Maintenance o f contraoi
As in  second week 
o f Contract One 
;.w ith  maintenance 
o f  con tract.
In Weeks Three,Four,F 
student con tro l o f co
%
iv e ,S ix  an attempt w il l  
n tr a c ts .
U,F TERM ACTS AS HATtlRAL
be made to  push for
BASELINE.
S e lf  con tro l of 
c o n tr a c t.
________________________
As b ig  a s h i f t  to  s e l f  
con tro l o f con tract as 
p o s s ib le .
As b ig  a s h i f t  to  s e l f  
co n tro l o f con tract as 
p o s s ib le .
B aseline of t«o weeks during which 1) Academic data c o lle c te d  each week 
in  Maths and E nglish  assignment work. 2) Behavioural data on structured  
schedule c o lle c te d  over two weeks. 3 )Q u a lita tiv e  p r o f i le  f i l l e d  in  on 
each p u p il by teach er .
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The package implements the components considered e f f e c t iv e  in  the lit e r a tu r e  
(s e e  pages above) and th ose suggested by the p i lo t  study.These were:
1. C ontracts were to  be as c le a r ,a s  openly and fr e e ly  negotiated  as possib le .T he  
author was to  a c t  as interm ediary w ith the p u p il,th e  classte% oher,the head and 
p a ren ts .
2 . A ll co n tra cts  were to  be w ritten  p o s i t iv e ly ,make o f sW rt and long  term 
rewards ( i . e .  rewards from tea ch er ,l^ a d , parent both on a weekly b a sis  and a t the  
end o f co n tra c t)
3. The focu s o f  a l l  con tracts  was to  improve academic ou tp u t/q u a lity  ra tl^ r  than  
behaviour.
4. Each con tract was to  he reviewed a t  the end o f  each week a t  a m eeting w ith  
each pupil and fo llow ed  by a m eeting w ith the p aren t(s) o f each p u pil on 
con tract w ith  the m ediator,head and puq>il p resen t.
5 . I n i t i a l  con tracts  were designed to  shape the d esired  behaviour.
6 . C ontracts were to  in c lu d e the use o f  th e  recording book let by the pupil to  
record both the amount o f tim e and quantity  o f work com pleted. This a lso  served  
as a reinforcem ent.
7 . C ontracts were to  in clud e bonus and penalty c la u se s  w ith the opportunity to  
f r e e ly  n eg o tia te  changes a t  th e  weekly m eetings o f both the con tro l o f  the  
co n tra cts  and the reinforcem ents a v a ila b le .
8 . Fading to  natural c o n t in ^ n c ie s  were to  be assessed  as the co n tra cts  
proceeded.
2 .4 .General procedural l in e s  used w ith  each con tract.
1. Before each prelim inary meeting w ith  the pupil about to  enter t l^  
c o n tr a c t , d iscu ss io n s  were held w ith the teacher d e fin in g  academic 
t a r g e t s ,agreein g  teacher involvem ent, ob ta in ing  parental involvement through the  
headmaster and a g iee in g  th a t involvem ent.
2. At the prelim inary m eeting with the author the pupil was asked h is  p e r c e p t i o n  
o f th e ir  study h ab its  in  c la s s  (se e  Appendix Four) . The pupil was a lso  o r a lly  
asked to  answer to  The Mediator keinforoer Incomplete Blaixk (see  Appendix f i v e ) .
3. P up ils were then explained the p r in c ip le s  o f contracting,and  asked th e ir
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views Oïl a prelim inary con tract u sin g  the evidence from 1 and 2.
4. Modified or unmodified proposals were then put f i r s t  to  the teacher ,and then  
th e parent and teacher aM bead. I f  any problem arose th is  could be s e t t le d  
before the s ig n in g . T hereafter weekly r a e e t ii^  were held w ith the p u p ils  to  
d iscu ss  progress and troub leshoot the con tract (se e  page above).An evening  
m eeting fo llow ed  w ith  a l l  p a r t ie s . Recording book lets were c o lle c te d  weekly at«l 
used as evidence a t  th ese  m eetings before awarding o f rewards, (se e  Appendix Six  
fo r  copy o f record b o o k le t) . The questionnaire on study h ab its  was adm inistered  
again  to  a l l  three p u p ils  when they were a l l  interview ed in  the week they a l l  
had co«^ o f f  c o n tr a c t . (Appendix four)
2 . 5 .  TM in d iv id u a l co n tra cts  
2 . 3 . 1 . Subje c t  One: Paul D.
As described by the teacher on the structured  p r o f i le  and in  her own words,Paul 
D. was a boy not much lik e d  by tîœ  o th e r s ,d isr u p tiv e ,a  p o te n tia l problem,and 
prone to  ly in g  and p h ysica l aggression . Ke was a lso  described as  
d iso b e d ie n t, in so le n t ,tr u c u le n t  a t tim es anl probably th e  most d i f f i c u l t  boy in  
the c la s s .  Said to  lack  concentration  and to  be r e s t le s s  Paul was a ls o  sa id  to  
con tr ib u te  to  c la s s  work and to  be a pupil irtio would make progress. In  her own 
words th e teacher described  Paul as a l i v e ly  and in t e l l ig e n t  boy wW i s  very  
demanding azvJ seeks a t te n t io n  by a n t i - s o c ia l  behaviour. Paul was too  e a s i ly  
s a t i s f ie d  w ith  poorly presented work and did not g iv e  enough a tte n t io n  to  e ith e r  
the q u a lity  or th e p resen ta tio n  o f h is  vrork. Paul was sa id  to  lack  confidence in  
h is  Maths. He was sa id  to  fin d  I t  d i f f i c u l t  to  accept c r it ic ism  and to  always 
want the la s t  word.
2 . 5 . 2 . The i n i t i a l  con tract agreed .
From the inform ation gained a t the i n i t i a l  in terv iew  (se e  Appendix Four/Five) i t  
was decided th a t Paul D. could work harder i f  be were to  g e t on wi.th h is  
work,not g e t out o f  h is  se a t ,p la y  with p e n c ils  or ch a tter . Paul found h is  
m other's and e s p e c ia l ly  h is  f a t h e r ' s  a tte n tio n  very re in fo r c in g . On th is  
b asis,an d  making use o f  b a se lin e  data on academic output i t  was agreed to  shape 
Paul ' s  behaviour by o f fe r in g  him a chosen s t ic k e r  fo r  increased p rod u ctiv ity  
th a t would be given  by h is  te ac h e r,a  cheap toy that would be given by h is  mother
24
and a pat on tha back from th e Wad a t the end o f th e  week and a long  term  
reward o f  a v i s i t  to  a warship w ith  fa th er aW mother. Contract c la u ses  were 
d e lib e r a te ly  vague a t  the s t a r t  to  ensure su ccess  (se e  Appendix Seven fo r  copy 
o f  c o n tra c t) . The reoord li^  b ook let was designed w ith Paul B. in  mind,and 
Involved mother and teacher and Paul. At the tea ch er 's  in s is te n c e  a penalty  
c la u se  th a t d ea lt  w ith  behaviour was included a g a li^ t tM  true w ishes o f the  
author,who r e c t i f ie d  the s i tu a t io n  tM  fo llo w lz g  week. Bonus c la u ses  rein forced  
accurate s p e ll in g .  Father and mother were present a t  th e s ig n in g .
2 . 5 . 3 .  Subject Two: Paul H.
Paul H. was described as popular w ith  a v a r ie ty  o f  p u p ils ,a s  even tempered and 
as one who mixed s a t i s f a c t o r i ly .  Paul ti. was considered to  l ik e  a q u ie t l i f e , t o  
be ch eerfu l and co -op era tive  but t o  lack  concentration . In  her own words the  
teacher described Paul îî. a s  t im id ,q u ie t  and in s e o w e . His w r itten  work did not 
match up w ith h is  reading a b i l i t y .  He had a ls o  sbewm h im self very weak in  Oaths. 
His concentration  span was very sh ort. Paul K. enjoyed w ritin g  s t o r ie s  most a t  
Waich he spent a l o t  o f  tim e because he found s p e ll in g  d i f f i c u l t .  Paul ÎI. was 
considered very immature. B aseline  observations revealed  th a t he was prone to  
daydream,play w ith  h is  pens and p e n c ils  and ta lk .
2 5 4
On the b a s is  o f  th e  in terv iew  data aM b a se lin e  observation  o f academic data  
( s e e  Appendix Four/F ive) th e  con tract ( to  be seen  l a  Appendix Seven) @%s a ^ e e d  
w ith  Paul. Of a l l  the su b je c ts  Paul seeeW  to  do the con tract because b is  mum 
wanted him to  do i t .  He lacked n eg o tia tin g  s k i l l s .  U nfortunately tbrs.tî. could  
not attend the sign ing,and  so  co n tra ctix ^  w ith her was done in  a separate  
m eeting. I t  was decided to  be d e f in it e  about the number o f  Maths q u estion s to  be 
completed w h ilst keeping the w r itin g  open ended as Paul lik e d  w ritin g  but not 
Maths. The teacher considered any improvement in  P au l's  work output and 
e s p e c ia l ly  q u a lity  would be m arvellous. The sh ort term reward o f an in exp en sive  
s t ic k e r  was rea d ily  taken up though i t  i s  to  be noted th a t Paul 11. preferred  
s t ic k e r s  th at glow rather than the macabre s t ic k e r s  chosen by Paul D. This fa c t  
emphasises the importance o f rewards/reinforcem ents being uTilque to  the  
in d iv id u a l. The long  term reinforcem ent emphasised t h is  even more in  th at Paul
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found I t  d lff lo u L t to  fin d  anything h» wanted th a t *a% not u ltra  «xpextsive -  he 
had a l l  th e th in gs suggested . The f in a l  reward chosen was thought o f  by the  
headmaster when ta lk in g  w ith îhrs.fî. who a lso  could not think o f  a reward for  
com pletion o f  con tract when asked. The short ter*  home reward was eoiwy -  50 
pence was considered inexpensive as a weekly home reward. S p e llin g  c o rr ec tly  was 
rein forced  w ith p o in ts  to  he added to  the> chart.
2 . 3 . 5 .  Jo,
Ti* was considered even tempered,peace loving,and as one who lik e d  a q u ie t  
l i f e , a s  easy going and p leasan t though fu ssy . He was considered to  he ab le to
take c r it ic ism  though to  have poor concentration . In  the tea ch er 's  own words Tim 
lacked drive and fr i t t e r e d  away h is  tim e. He was sa id  to  he courteous, reasonably  
w ell behaved to  be high in  ora l s k i l l s ,b u t  to  commit too  l i t t l e  to  paper to  be 
able to  a sse ss  h is  performance. His assignm ents were rare ly  completed. As a 
pupil he was considered to  have above average a b i l i t y  but to  be la ck in g  in  
achievem ent,enthusiasm and in i t i a t iv e .
2 5 & The I n i t i a l  con tract agreed.
As Tim had revealed a sudden burst o f academic output th e week previous to  th e  
contract (a s  i f  he suspected  he was beiz^  observed) i t  was decided th a t  t h is  
would a c t  as the b a se lin e  in stead  o f  th e  o r ig in a l b a se lin e  wSmn he produced fa r  
l e s s  work. I t  was decided not to  shape behaviour, but to  g iv e  Tim the same 
ta rg e ts  as Paul D. had zeached. Although Tim a lso  lik e d  macabre s t ic k e r s  he was 
carefu l th a t he had a s t ic k e r  th a t was d if fe r e n t  from Paul B. For h is  sW rt term 
heme reward he wanted a s la p  up meal. As a long term reward,whioh he a n tic ip a ted  
b is  mother might not approve he wanted a sheath  k n ife . Kls motWr who was 
present a t  the s ig n in g  made the comment: i f  he i s  resp on sib le  enough to  carry  
out the contract be i s  resp on sib le  enough to  have a k n ife , Whan the con tract was 
explained to  Mrs D. she made the comment "Oh! I t ' s  l ik e  tra in in g  horses'*. The 
author supplied  the extra  dim ensions. Data gathered in  the i n i t i a l  in terv iew  can  
be seen  in  Appendix Seven.
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2 .6  Wluit a ctu a lly  huppened to  each contract.
à fu l le r  d escr ip tio n  o f the coxxrse o f e&ch contract i s  to  be found in  Appendix 8 along witK 
cop ies o f the renegotiated  con tracts  in  Appendix 9
The fo llo w in g  ta b le  summarises important fa c to r s  in  th e ir  implementation.
Subject One S u b je c t Two Subject Three
»eJc One
eek Tmo
e e t  Three
eek Four
_eek F iv e
eek Six
*€€■)£ Seven
Week Eight
Week n ine
■"* " .................. 1 1
B aseline c f  two weeks during which 1)Academic data c o lle c te d  each week 
in  î^ th s  English assignment work. 2) Behavioural data on structured  
schedule c o lle c te d  over two weeks 3 )Q u a lita tiv e  p r o f ile  f i l l e d  in  on ead  
p upil by teach er .
Contract One s ta r ts  
w ith  shaping o f  
academic output.Parent 
present ♦Frohleifts w ith  
b o o k le t.
Î
Contract renegotiated  
fo r  h ig ^ r  ta r g e ts .  
Mother p resen t. 
Problems w ith  booklet.
Contract Two s ta r ts#  
Shaping o f  academic 
output. Mother not 
present a t  s ig n in g .  
Problems w ith  b ook let.
Academic ta r g e ts  
maintained a t previous 
week's l e v e l . Mother in  
hurry a t  meeting. 
Problems w ith booklet.
Contract r e n e ^ t ia te d  
fo r  higher ta r g e t s . 
tfotber not present a t  
meeting.
Problems w ith  booklet
Contract Three s ta r t s  a t  
s9Me l e v e l  as Contract 
One Week Three:Mother 
present a t  s ig n in g . Ho 
problems w ith booklet.
Academic ta rg e ts  o f  
l a s t  week maintained. 
Mother present.Problem! 
w ith b ook let. Prorated, 
l e f t  for  early  holiday
CONTRACTED MEASLES. 
Prorated ou tp ut. Mother 
; not present a t  meeting
Aoademio ta r g e ts  o f la s t  
week m aintained.
In  Weeks Three,Four,F 
con tro l o f  ta rg e ts .
a
iv e ,S ix  an attempt was m 
UF TERM ACTS AS N&TDRAI
ade to  push fo r  student 
BASELINE.
ABSENT.Away on extra  
weeks holiday
Writes h is  own contrac  
Uses booklet by c l^ io e  
in stead  o f  own method 
o f s e l f  record.
^ .% ites  h is  own con tract. 
Uses booklet in stea d  o f  
own method o f  s e l f  
record .
111 FOR TWO DATS. 
Prorated.
TIME CONSTRAINTS HECES 
CONDITIONS.SEE WEEK OH
ÎITATE RETURN TO ONE WEEK BASELINE OF PRECONTRACT 
: AND TWO FOR MEASURES
FIGURE TWO
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2 7 aa iw p tjtgR
Data «ras c o l le c te d  e t  various s ta g es  o f  the programme by various means:.
2 -7 .1 .
The Merrett and fheX dall Sohedule (see  Appendix Three) was a lso  used in  b a se lin e  
ob servation s to  record th e behaviour o£ the th ree su b jec ts  on e ig h t  c a te g o r ie s . 
Samples o f  behaviour during in d iv id u a l assignment work were taken over three  
twenty f iv e  minute «eornlng periods and one afternoon  period fo r  two weeks. The 
author used a portable record book by Sanyo to  l i s t e n  to  a tape th a t in stru cted  
him when to  observe su b jec ts  and as such rep resented  a forts o f in te r v a l sampling  
w ith  a sp ects th a t resembled tim e sampling. D e ta ils  o f  the tape are found in  
AppeMix Ten. W hilst i t  was obvious to  th e p u p ils  th a t the author was doing  
som ething In  th e room i t  was not c le a r  what th a t ex a ctly  was. When oxte su b jec t  
enquired what and whether th e author was a sch oo l governor he was to ld  th a t he 
would ev en tu a lly  fin d  ou t. The order In  which the th ree su b jec ts  were observed  
was changed on each occasion . At the end o f  each week o f  baseline^ academic data  
was c o l le c te d  without th e knowledge o f  a l l  th ree szd»jects. A ll work produced 
during in d iv id u a l assignm ent work was p hotostated . The teach er had su p p lied  th e  
author w ith  a f ix e d  tim etab le  fo r  the duration  o f  th e  programme (s e e  appendix 
E leven),and had posted th e work she expected from the p u p ils  aocord ii^  to  th e ir  
le v e l  on th e w all a t th e beginning o f  the week (s e e  Appendix Twelve) .The author 
noted whether handwriting and comprehension work had been completed ,and then  
analysed sto ry  w ritin g  in to  the number o f  a c tio n  w ords,describ ing words,number 
o f  words,number o f  p ages, , number o f  sen ten ces ,aad Maths in to  the* number o f  
c o rr ec t  Maths problems so lved . In  d ecid ing  th e number o f  a c t io n  and d escr ib in g  
words the author follow ed  the g u id e lin es  undertaken by B allard and Glynn (1975 )-  
s e e  Appendix T hirteen. Subjects were already fa m ilia r  w ith th ese  terms having  
le a r n t  about them but were reminded o f them when the co n tra cts  f i r s t  s ta r ted  
The number o f co rrec t s p e ll in g s  obtained in  th e weekly t e s t  were a lso  recorded. 
At a lunchtim e meeting the c la sstea ch er  g a v e  a  q u a l i t y  mark o n  th e work p r o d u c e d  
in  Maths and Story W riting on a f iv e  po in t s c a le  th a t took account o f  
p resen ta tio n  in  Maths a n d  presen ta tion  and evidence o f  thought in  Story w ritin g  
-  (s e e  Appendix F ou rteen).
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During basella© the teacher vas asked to f i l l  in  a standard profile on each
su b jec t,
2-7.2 . .Uwi...
Using th e tSerrett and f h e ld a ll  schedule (1984) the author continued to  sample on 
ta sk  behaviour o f a l l  three su b jec ts  throughout the duration  o f  th e  c o n tr a c ts . 
In  weeks th ree and f iv e  observation  la s te d  twenty minutes ; ln  week fou r ten  
m inutes,and in  weeks s ix ,e ig h t ,a M  nine two se s s io n s  o f tw enty minutes on 
d if fe r e n t  days.
2 -7 .2b  ggtll%bAliUcy-.gJtetg^
h  r e l i a b i l i t y  check to  ensure th a t o th ers were observing the same behaviour as  
the author was ca rried  out three tim es in  the f i r s t  week,tw ice  in  the second  
week and once th erea fter  w ith th e c la sstea ch er  every week In  weeks th ree and 
nine a d d itio n a l checks were made w ith  th e headteacher. The same tape as used in  
b a se lin e  ob servation s was copied for  use by the beadteacber and c la ss te a c h e r . I t  
had been hoped to  use a n aive s ix th  form observer but t h is  proved im possib le  
R e lia b i l i t y  was then ca lcu la ted  on the formula:
Pumber o f  agreements x loo  (Harrop 1983)
Number o f  agreements and disagreem ents.
(s e e  Appendix F ifte e n )
2 .7 .2 c .Academic data.
As in  b a se lin e  a l l  work during in d iv id u a l assignm ent tim e was checked fo r  
com pletion . Maths and Story w ritin g  were photostated  and then marked to  y ie ld
r a t io  data as b e fo r e . S p ellin gs co r r e c tly  w ritten  i n  the weekly t e s t  were
recorded. A q u a lity  ranking for  E nglish  and Maths was a lso  decided by the  
te a ch er .
2 .7 .2 d  The s e l f  record booklet.
This was an instrum ent to  gather both q u a lita t iv e  and q u a n titiv e  data and to  be 
used as % recording device by the p u p il. The pupil was required by con tract to  
f i l l  in  the booklet at le a s t  three tim es a day -  a t the s ta r t  o f  the day when
planning h is  d ay ,a t the end o f the day when f in is h in g  and in  the evening when a t
borne. Choice o f  what to  do rested  w ith the p u p il. The data obtained in  the day
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e n ta ile d  going  to  tM  teacher to  g e t  work marked aM co rr ec ted , and a ls o  fo r  a 
comment each day ;the book let was a u se fu l check on the photostated  product seen  
a t  th e  end o f  th e  week The other parts allowed one to  s e e  what the p u pil 
thought o f  h is  sch oo l work and the ex ten t o f  parent involvem ent. As such i t  was 
u se fu l In  ty in g  down teach ers and parents to  th e ir  part o f  th e contract,and  in  
g iv in g  the p ig)ll Immediate reinforcem ent fo r  ta sk s completed. I t  a ls o  em h led  a 
check o f  tim e spent on task  or thought to  have been spent on task  by the p u p il. 
Although th e  d esig n  was th e autltor*s  ( fo r  a copy see  Appendix S ix ) th e  booklet 
would not have been produced without the a r t i s t i c  work o f  th e  teacher mentioned 
e a r l ie r .  As a task  i t  involved  more members o f th e  s t a f f  than ju st  the  
cla sstea ch er ,w a s  a d e f in i t e  product o f  the study and proved to  be a u se fu l 
p i lo t  I t  was on ly  introduced a t  the beginning o f  each con tract and then  only  a 
page a t  a tim e.
2 8
Academic and behavioural data were c o lle c te d  and analysed in  t h is  phase as a t  
b a s e lin e .
A month a f te r  the retu rn  to  b a se lin e  a fo llo w  up ob servation  o f  twenty 
m inutes,d isc u ss io n  w ith  c la ss tea ch er  aM a n a ly s is  o f  the previous w eek's 
academic data was undertaken, tünfortunately the teacher i^d been rep laced  by a 
supply teach er fo r  two weeks o f  the four.
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3 0 KSOÆ&
This chapter i s  d ivided  in to  two parts -  th a t which d ea ls  w ith quantative  
r e s u lt s  and th a t which S ea ls  w ith  data th a t w i l l  he used i n  the d iscu ss io n
q m li  t i v e l y .
3 .1
F u ll d e t a i l s  o f  th e  r e l ia b i l i t y  checks carried  out throughout the programme may 
he seen  in  Appendix 15.
n
3.2 àc&4##lo data obtained during basgline.contraot .post contract and follow t i p .
FIGimZ 3
Porr»c.tly,_angwwr»d.
The graph depicts the number of correctly answered Maths questio&s as a measure 
of Maths output during individual assignment work.
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3 .3  On tfesk behaviow  as observed dwlmcr M seliaae .OQgttract,"Post oontr&ot io l lo y  up.
Ueek S u b je c t One S u b je c t Two S u b je c t Three
One 55% 40% 37.5%
Too 45% 40% 36.6%
Three 88% 26.5% 58.5%
Four 100% 40% 100%
F iv e 40% 10% 90%
Six 35% A bsent i l l . 95%
Seven HhLF TERM
E ig h t A bsent on h o lid a y 65% 90%
Bine 70% 65% 70%
F ollow  up 60% 40% 90%
ri&ltPS 6
fine g ra p h  com pares th e  p e rc e n ta g e  tim e  on  t a s k  o f  e a c h  s n h je c t  d t tr in g  o b s e rv a t io n  
p e r io d s  c a r r i e d  o u t i n  b a s e l i n e ,c o n t r a c t ,p o s t  c o n t r a c t  and follofl? up u s in g  th e  d a ta  
i n  T ab le  One.
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Bar chart* for  each su bject shoeing percentage time on task  during observation  #a
in  b a se lin e ,co n tra c t and post con tract periods and fo llo w  up
The bar ch arts use the data in  Table One to  shoe in d iv id u a l tim e on task
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FIGtJRE ' 9 - Continued 
Time on task  ar, perceived by teacher and pupil
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3 .5  t o t t UaF tg  fe# d iscussed
Ti» author voiild r e t^ r  the reader to  the various; appendices th a t provide 
q u a lita t iv e  resu lts ,a n d  drae a tte n tio n  to  the fo llow ing:
Interview  data
h  d e ta iled  account o f responses to  be found in  Appendiz Four/Five, 
th e ta b le  below compares responses obtained from each su b ject during the  
pre-contract and post con tract in terv iew s and th e ir  mean performazK>e a t  
b a se lin e  ^  on con tract and post con tract return  to  b a se lin e  c o n d itio n s . Each pupil 
was asked a t pre and post con tract in terview s how many correct Maths problems 
they so lved  and how many words and sentences they used in  th e ir  sto ry  (columræ 
A,Ç ).They were asked i f  they r e a l ly  worked hard what th ese  fig u r e s  would then  
be(columns B,D)
TABLE TffO k  comparative ta b le  o f percieved academic performance a t
in terv iew  and actu a l academic performance 
+ _  This f ig u re  i s  based on tvo  weeks* data, as euh^eot twe was 
away fo r  most e f  cue week»
Mean Performance
Pre Contract Pest Contract Baseline Contract Post C<mtract 
A 6 C D  E F G
MATHS
VORDS
SENTENCES
MATHS
VORDS
SENTENCES
MATHS
VORDS
SENTENCES
50 100 70 70 22 50 39
500 700 250 300 110 662.25 562
50 70 50 100 12.5 74.5 69
20 25 9 25 6 16,75 43
50 too 45 45 97 2223 151
25 50 40 40 to 27 23
50 80/8! ; 33/4! Î 45/51 I 7 43.6 34
150
300/
400 200 250 43 417 0
85 200
30/
35
40/
45 3 38.3 0
S ^ lrc t  One
Subject Two
Subject Three
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R esults th a t w i l l  be used in  the d isc u ss io n  need to  be noted:
Pre and post d escr ih tio n s  o f  pup i ls  by the teacher : See Appendix 2 
Pre and post scores on the s tru ctu res  p r o f i le : Sublect One bad a pre p r o f i le  
score o f  negative 9 which reduced to  negative 2 , Subject Two had a pre p r o f i le  
score o f  negative 18 which reduced to  negative 111, and Subject Three had a pre 
p r o f ile  score o f  p o s it iv e  2 which reduced to  vague.See Appendix 2,
Qu a lita t iv e  check o f work by tea ch er:This can be seen  in  Appendix 14.
L etter frcm nup i l : See Appendix 4.
Post eva luation  by pup i l s : See Appendix 4.
Contracts th a t were designed by n u n ils  a fte r  h a lf  term :See Appendix 9 
Record sheet desioned bv Subj e c t  Two: See AppeMix 9.
L etter sen t by Keadteacher a t the end o f  week four o f  Subject One's con tract : See  
appendix 2 .
For completed assignment charts w ith s p e ll in g  r e s u lt s  : See Appendix 12
3 .6  Follow UP studv.
Where appropriate th ese  r e s u lt s  have been included on the preceding f ig u r e s  -  
i e : f i g u r e s  3 ,4 ,5 ,6 ,7 .
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4 .0  D iscu ssions and conclusions
The d iscu ssio n  w il l  concern i t s e l f  w ith the r e su lts  ob tained ,eva lu a tin g  whett^r 
the aims o f  the study were f u l f i l l e d  and the hypotheses j u s t i f i e d , and then
consider the lim ita t io n s  o f  the present study and future l in e s  o f research .
4.1 The in terp re ta tio n  o f  the r e s u lt s  obtained
At the ou tse t no claim i s  made to  the g e n e r a lis a b ility  o f th e r e s u lts  
obtained .This s a id , examination o f the r e s u lts  in d ica te s  th at con tractin g  for  
academic output appeared to  be a f r m t f u l  e x e r c ise  for  a l l  concerned.
Subje c t  One: Of a l l  three stabjects,Subject One showed the most improvement in  
academic output and q u a lity  ,though he was a lso  the lo n g est on the
co n tra ct. Although he did not m aintain the performance displayed on con tra ct,h e  
continued a fte r  contract and a t fo llo w  up to  maintain greater academic output in  
story  w r itin g  and Kaths and in  q u a lity  o f  s to ry  w ritin g  (See F igures 3 ,4 ,5 . )  Of 
in te r e s t  i s  the r i s e  in  s to ry  w ritin g  output in  the second week w ith  a 
corresponding dip in  Subject One's output o f Maths in  the second week, w h ils t  
s t i l l  meeting agreed contract ta r g e t s . I t  has to  be remembered th a t because o f  
a tten tio n  to  e c o lo g ic a l c o n d itio n s ,tb e  su b jec ts  had to  chose which part o f  th e ir  
f u l l  assignment tim etab le  to  which they would g iv e  p r io r ity  ,airô th e  noted data 
may r e f l e c t  the change in  study s tr a te g ie s  and i n i t i a l  overconceatration  on 
E l f i s h  story  w ritin g . Of even greater note i s  the steady r i s e  in  q u a lity  o f  
story  w ritin g  as shown in  Figure 5 .These r e s u lt s  are matched by th e  o v e r a ll
im pression given  in  the tea ch er 's  p ost contract comments when Subject One was
described as probably the most d i f f i c u l t  pupil in  t&  ^ c l a s s . I t  i s  somewhat odd 
th a t Subject One i s  observed to  be o f f  task  more than Subject Three i n  weeks 
f iv e  and s ix ,(S e e  Figures 6 ,7 )  though t h is  might be explained by Subject T hree's  
adm ission th a t he was adept a t  fak ing d es ira b le  behaviour in  class.O n e n otes  
th a t the f i r s t  two weeks o f  con tract saw fa r  greater  on task  behaviour from 
Subject One than during b a s e lin e . During b a se lin e  observation  Subject One 
exh ib ited  much ta lk in g ,p la y in g  w ith  m ateria ls  and walking around th e  c la s s .th e n  
observed post co n tra ct, Subject One displayed such behaviour fa r  l e s s  
freq u en tly . ( See Figure 8 )fcs shown in  Figure 9 Subjeot One considered he spent
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îar  more time on rlatiis than Krigiish during the la s t  week o f contract arid he 
spent far more time on both in  th e la s t  week o f con tract than the teacher 
maintained he shoTild. His recording o f  time spent on task  does not match t f^ t  of  
the teacher .and th is  i s  matched by an over estim ation  o f  the n'xnher of a c tio n  
words produced by the pupil and an in c o n s is te n t  p ictu re  o f the correct Maths 
problems completed as shown in  Figures 10 and 1 1.
Q u a lita tiv e ly  we may draw a tten tio n  to  t t e  greater realism  d isplayed by Subject 
One in  h is  second in terv iew  when d iscu ssin g  what he had achieved and what he 
thought he would achieve in  academic output (See Table 2) The change in  score on 
the structured  p r o f ile  matches the change in  work output.and the teacher s  post 
contract comments,It was to  the au thor's su rp rise  th a t the su bject saw i t  as 
s u f f ic ie n t ly  s ig n if ic a n t  th a t he should w rite  a thank -  you le t t e r  unprompted 
(See Appendix 2)
Subject Two:Subject Two was probably the le a s t  favoured academ ically o f  a l l  
three su b jects  and h is  con tract ta r g e ts  r e f l e c t  th is.H ow ever,be did meet the  
ta rg e ts  which he contracted to  ach ieve u n t il  he was sm itten  by 
m easles. Examination o f Figure 3 rev ea ls  an upward trend in  correct tfoths 
problems completed as w e ll as output and q u a lity  o f sto ry  w ritin g  i f  we take 
account o f  the d isru p tion  caused by i l ln e s s (S e e  Figures 4 , 5 ) . Post contract 
output in  Maths and E nglish i s  far  higher in  b a se lin e  as i s  q u a lity  and t h is  i s  
maintained in  th e fo llo w  up stu d y . This i s  o f  greater  in te r e s t  when one considers  
th a t Subject One did not produce any story  w ritix^  during one week o f  
b aselin e.O f the three su b jects  Subject Two shows the worst record fo r  on task  
behaviour , which may be p artly  explained by h is  sta ted  d is in te r e s t  in  schoolwork 
and h is  s i t t in g  throughout the contract in  a group in  fro n t o f  the tea ch er 's  
desk .(See Figures 6 ,7 )0ther su b jec ts  sa t  on th e ir  own.Although he did not 
com pletely a lt e r  h is  o f f  task  h ab its  o f  ta lk in g , day dr earning, p lay in g  w ith  h is  
pens and m ater ia ls ,b e in g  out o f  the room or wandering around i t ,h e  did  
considerably reduce daydreaming and p lay in g  w ith  m ateria ls and ta lk in g . He 
c o n s is te n tly  perceived h im self as spending more time on E nglish  than on Maths 
and showed g rea te st in con sisten cy  o f  recording time on task.Thus in  week one he 
was almost c o r r e c t ,In  week two he overestim ated and in  week th ree underestimated
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the time he spent on task  (See Figure 9 )He a lso  underestimated h is  performance 
on Maths output at the beginning and tîJÆ-n continued to  overestim ate  
performance (See fig u re  10)Thxs was p a r a lle lle d  by an underestim ation o f output 
on d escr ib in g  and a c tio n  words(See Figure 1 1 ) ,and x t was obvious ar one point in  
in terv iew  th a t be did not f u l ly  understand the meaning o f  th ese  terms (See 
Appendix 3 ) . This i s  r e f le c te d  in  the scores o f Table 2 .This s a id ,th e  teacher was 
w ell pleased w ith the progress made during tim e which was interrupted  by 
il ln e ss .O n e  notes th a t the s e l f  con tracting  period was p a r tic u la r ly  su ccess fu l  
for  t h is  su b jec t -  See Appendix 9 for  a copy o f the s e l f  con tract.
Subje c t  Three
Subject Three was the su bject observed lo n g est on b a se lin e  and the su bject who 
was on con tract for  the sh o r te s t  tim e. W hilst on b a se lin e  th ere i s  a n o ticea b le  
surge in  output a t the end o f  week three in  story  w r itin g  and a surge in  both  
sto ry  w ritin g  and Maths output a t  the end o f week four (See Figures 3 ,4 ,5 )  .One i s  
led  to  ask whether Subject Three suspected he might be on con tract a t the end o f  
week four or f iv e  or whether the fa c t  th a t a c la s s  i s  b e i ig  observed i s  enough 
to  change the h ab its  o f  the c lass.T h ere i s  thus a n o ticea b le  iiE îrease i a  output 
o f  story  and q u a lity  a t the commencemeat o f con tract fo llow ed  by a maintenance 
o f  such output througlK)ut contract,though Maths output d e c lin es  from week four  
to  the f i r s t  week o f  con tra ct,g o es  down further and then back up a g a in .I t  has to  
be sa id  th a t Subject Three w as,d esp ite  th is ,m ee tin g  agreed con tract targets.O ne  
a ls o  notes th a t s e l f  con tract was very su c c e ss fu l w ith  t h is  su b jec t.W h ilst
Subject Three does not s l i p  back p ost con tract to  the l e v e l  o f  Maths output the  
f i r s t  two weeks o f  b a se lin e ,h e  did revert to  b a se lin e  on, sto ry  w r itin g  and 
fa ile d  to  produce any work a t  a ll.T h e  same phenomenon i s  observed i n  fo llo w  
up (See Figures 3 , 4 ,5 ) .This might seem to  c o n f l ic t  w ith  the data which in d ic a te s  
th a t Subject Three spent most tim e on ta sk  (See F igures 6 , 7 ) . However Subject 
Three volunteered th a t he considered h im self an expert faker o f  d es ira b le  
behaviour in  the c la s s  and obviously t h is  was not picked up by the  
observers.Subject Three' s  observed time on task  was h igh  and i t  i s  n o ticea b le  
th a t the ta lk in g  and f id d lin g  w ith m ateria ls th at was s o  c h a r a c te r is t ic  o f  
b a se lin e  behaviour g rea tly  diminished post con tract (See Figure 8 ) . Subject Three
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perceived h im self a s s p e l l in g  most time on S n g iisn  r^% m r than oaths and 
overestim ated the tim e he a c tu a lly  spent on assignment work.W hilst very c lo s e  to  
th e observed mmbers o f  a c tio n  and d escr ib in g  words u sed ,S u b ject Three 
wkderestimated h is  co rrect output o f  E&ths (See Figures 9 ,1 0 ,1 1 ) .  The score#  in  
Table 2 su ggest th a t Subject Three gained greater knowledge o f  h is  p o te n t ia l  
during con tact ,was more r e a l i s t i c  abou& h is  mathematical performance a t  th e  
second in terview ,though  continued to  underestim ate actu al performance on s to r y  
w ritin g . Though he obtained a good report from h is  teacher im m ediately p ost  
con tract and though h is  p r o f i le  score changed a lso ,S u b jec t Three on fo llo w  up 
was considered to  have b en efited  le a s t  ax^ changed behaviour l e a s t .
4 2 fe b r ie f  eva lu a tio n  o f  whether the aims o f  th e  study were an d -tM
hypotheses met.
In sp ection  o f  the r e s u lt s  confirms th a t con tractin g  proved o f  b e n e f it  to  
p u p il, c lassteach er ,h ead teaoh er aM author. Th» r e s u lt s  a ls o  in d ic a te  th a t by 
focu ssin g  upon academic behaviour o f  the three p u p ils  i n  th e  c o n tr a c ts ,th is  
behaviour can be improved and be accompanied by a change i n  behaviour# th a t are  
incom patible w ith academic performance. This i n  i t s e l f  i s  an  in n ovation  i n  th e  
use o f con tracting .
There i s  s u f f ic ie n t  evidence (See Figures 9 ,1 0 , l l ) t o  show th a t  th e  th ree  p u p ils  
were inaccurate in  th e ir  s e l f  recording o f time spent on ta sk  and a c tu a l 
academic performance.However t h is  i s  not to  say th a t top ju n io r s  are incapable  
o f such s e l f  record ing,or s e l f  c o n tr a c t in g .I t  became very  ev id en t th a t the  
booklet i s  q u ite  com plicated to  f i l l  in  and th a t su b jec ts  would b e n e f it  from a 
longer period o f exp lanation  and p ra ctise  o f  hew to  f i l l  i t  in .  A ll th ree  p u p ils  
praised the booklet in  th e ir  eva luation  and saw i t  as a u s e fu l  instrum ent to  
have.Equally they c r i t ic i s e d  the s e c t io n  th a t c a lle d  fo r  d a i ly  thoughts about
school " I  a lso  th in k  .........” . Because the data obtained from t h i s  s e c t io n  was not
x lluw in ative  i t  has not been in clud ed . That students are capable o f r e f le c t io n  i s  
demonstrated by the q u a lita t iv e  evidence o f  in terv iew  (See especially Table 2 
s c o r e s ,Appendices 3 ,4 ) .
Siik»ject One in  p a rticu la r  .though lack in g  adult maturity .showed good n e g o tia tin g
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sk lll#(S@ e 3 ,4 )  and was ab le to  pass judgement on th e programme I t  i s
to  be regretted  th a t he was not ab le to  undertake greater s e l f  con tro l o i  the  
con tract a s th e  o ther two p u p ils  w ere, s in c e  th e ir  performance in d ica ted  th a t 
they were ab le to  s e t  them selves ta r g e ts  (and sim ple co n tra cts) and keep to  
them.With greater tr a in in g  in  the use o f  the booklet and greater t ia »  on 
con tract one venders vbat m i^ t  have been ach ieved .
4 .3  L im itations o f th e  present j;tudv
We have ju st  a lluded  to  th e l im it s  imposed by tim e on th e  present study .T h is i s  
s ig n if ic a n t  when ve consider th a t th e p r in c ip a l su b jec t was on ly  on contract fo r  
four weeks in  t o t a l ,  w h ils t  Subject Two v%s on con tract fo r  th ree and Subject 
Three for  a mere two weeks before sw itch in g  to  s e l f  recording.One requ ires fa r  
longer to  make the gradual s te p s  from mazmger co n tro lled  to  p u p il co n tro lled  
con tracts and to  eva luate such s te p s  properly.On® may a lso  c r i t i c i s e  th e  amoimt 
o f time g iven  to  the gathering  o f  b a se lin e  data.Two weeks i s  inadeqm te to  
ob ta in  a s ta b le  academic baseline.T he week g iven  to  th e  c o l le c t io n  o f  post  
contract b a se lin e  data was even more inadequate and d ic ta ted  by c o n s id e r a t io n  
o f  time and th e need to  change the o v e r a ll p lan because o f  unexpected i l l n e s s  
and sudden n o tice  o f h o lidays being taken. A dditional fo llo w  up s tu d ie s  would be 
appropriate on tra n sfer  to  Secondary School.T ine lik e w ise  d ic ta ted  th a t only  
three su b jec ts  experienced the package and t h is  i s  one su b jec t l e s s  tM n the  
four recommeMed by Kersen and Barlow (1976) fo r  m u ltip le  b a se lin e  d esign s  
across su b jec ts . As a r e s u lt  some experim ental con tro l was l o s t  aiwl one was not 
able to  compare the performance o f su b jec ts  on con tract a t the same time or to  
evaluate d if fe r e n t  components o f  the con tractin g  package. f fh ils t  notin g  the  
inadequacies o f any observation  schedule one may c r i t i c i s e  the fa c t  th at 
observations a t pre and post con tract were not o f  the same tim e duration  and 
th is  was true o f the behaviour probes during contract.T he absence o f  im p artia l 
and naive observers to  carry out r e l ia b i l i t y  checks was a further weakness.One 
may a lso  d isagree with the d e fird tio n s  o f academic output and quality and assert 
that the d i f f ic u l t y  and com plexity o f work varied  over the weeks of 
co n tra c t. 1 s t  there i s  tru th  in  both comments i t  was the au thor's purpose to
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examine the complex var ia b le  c a lle d  academic output* from the framework o f  
behavioural ecology.T o have narrowed such a variab le  down to  le a r n ii^  the same 
l i s t  o f words or doing th e same sums or the same number o f  swss w ith the same 
index o f  d if f ic u l t y  might be sp ec io u sly  more s c i e n t i f i c  and c e r ta in ly  more 
convenient,but i t  does not represent the complex v a r ia b les  th&t teachers and 
p sy ch o lo g ists  are in te r e ste d  In  or w ith  which they have to  deal.One may thus see  
the package as too  com plicated and con tro l o f p ra c tise  and learn in g  e f f e c t s  as  
inadequate i f  one espouses a p u r is t  view.The absence o f a con tro l group i s  a lso  
seen  to  be a weakness th a t i s  only p a r t ia l ly  compensated fo r  by th e staggered  
m ultip le b a se lin e . Future research  should concern i t s e l f  w ith such co n tro l groups 
and use an across s itu a t io n s  design.On© needs to  remember tM t ex tern a l v a l id ity  
gains g e n e r a lis a b ility  from r e p lic a t io n  and such r e p lic a t io n  i s  needed to  
examine i f  the package g e n e r a lise s  across s u b je c ts ,s e t t i n g ,other teach ers and 
experim enters.F inally  one must admit th at the booklet i s  both s e x is t  and not 
ap p licab le  to  m u lticu ltu ra l c o n te x ts .However th is  i s  currently  beiitg r e c t i f ie d .  
Future research
Obviously there i s  a need to  r e p lic a te  present fin d in gs w ith  other su b jec ts  -  
both male and female -  and in  d if fe r e n t  settin gs.O n e needs to  e s ta b lis h  whetWr 
some su b jec ts  are more responsive to  academic con tractin g  than o th ers azwî i f  so  
what i s  the age and other c h a r a c te r is t ic s  o f  those su b jec ts  who w i l l  ga in  the
most from such co n tra c tin g . One might w e ll ask i f  academic con tractin g  i s
p a rticu la r ly  u sefu l to  the underachiever or the f a i l in g  pupil a t  k )th  primary 
and secondary school.One needs to  in v e s t ig a te  which components o f the package 
are most pow erful, id io sy n c r a tic  and e s s e n t ia l .I n  p articu lar  on© needs to  examine 
the p lace o f academic con tractin g  in  the l i f e  o f one pupil over an academic 
y ea r , the g en era lisa tio n  and d u ra b ility  o f  su ccessfu l con tract behaviour across  
the curriculum aiwi the fad ing procedures w ith in  a school con text or home con text  
i f  a ]Oint programme i s  devised The r o le  of parents needs to  be in v e s tig a te d
thoroughly as academic con tractin g  may prove another e f f e c t iv e  way (a s  paired
readiiig has shown i t s e l f ) f o r  parents to  p a r tic ip a te  in  the sch oo lin g  o f th e ir  
children .Ifere one may again ask which variab les are most powerful -  i s  i t  the
49
a tte n tio n  ga iiw d ,tn e in te r a c tio n s  w ith , or the experience o t  su ccess in  fro n t o t  
s ig n if ic a n t  persons by the pupil or wh&t reinforcem ent? A tten tion  should a lso  be 
given  to  the importance o f  the p sy cW lo g ist ' s  m ediation r o le  and the p o s s ib i l i t y  
o f os^ teacher being the mediator o f another teacher " s  contract in stead  o f  tb® 
p sy ch o lo g ist. One needs to  ask what are the q u a lit ie s  and the s t r a te g ie s  o f  a 
good im gotiator and whether th ese  can be task  analysed and system ised to  teach  
teachers to  be good n eg o tia to rs  with d if fe r e n t  s u b je c ts .F in a lly  one needs to  
evaluate the use o f  a non s e x is t  m u lticu ltu ra l book let th a t can be used over an 
e f f e c t iv e  period o f  time w ith  p u p ils  and which allow  them to  add th e ir  
con trib u tion  to  s e l f  recording.
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Appendix F ifteen :
Copy o f p i lo t  con tract.
Pre con tract comatents by te a c t^ r .
Post con tract comments by teacher.
Copy o f  Head teacher ' s  l e t t e r  a t  the end o f Subject One’s  
c o n tra c t.
Copy o f structured  p r o f ile  g iven  before and a f te r  con tract. 
Copy o f Merrett and ffheldall (1984) structured  observation  
schedule and recording sh eet used.
Structured in terv iew  schedule o f  p u p il's  study h ab its  togeth er  
w ith  the pre and post con tract r e p lie s  o f  each p ^ i l  and th e ir  
eva lu a tio n  o f  the con tractin g  package.
A l e t t e r  presented to  the author on the fo llo w  up v i s i t  by 
Subject One -  an u n so lic ite d  le t t e r  by the author or teach er . 
The Mediator R einforoer Incomplete Blank -  completed for  a l l  
three su b jec ts .
The S e lf  recording book let.
The Three i n i t i a l  con tra cts .
The course o f  each contract in  greater d e t a i l .
Three amended con tracts for Subject One.
Two amended con tracts for Subject Two together with the s e l f  
w ritten  contract for  Week Eight and a recording sh ee t designed  
by Subject Two.
One amended con tract for  Subject Three togeth er w ith  the s e l f  
w ritten  contract for Week Eight.
D e ta ils  o f the tape used in  observation  w ith the tferrett and 
H?heldall structured  schedule (1984).
Time a llo ca ted  to  content o f  in d iv id u a l assigm oent work.
??ork s e t  for  Individual Assignment Time.
Record o f completed comprehension, handwriting work and 
s p e ll in g  s c o r e s .
D efin it io n s  to  be found in  K.D.Ballard and T.Glynn (1975) 
of number o f sen ten ces ,a c tio n  words and d escr ib in g  words 
The q u a lity  of Maths and Story W riting as judged by the  
teacher on a f iv e  point s c a le .
R e lia b ility  check.
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* -    APPMDIX 2 - taken from Lswrenc© Steed and Yoimg( I9 8 4  )
Techniques fo r  Coping with Disruptive Behaviour in Schools 18?
PUPIL PROFILE
Name of BOY/GIRL (Initial and first 3 letters of surname)
Sex of pupil (ring) M /  F
Please tick oniy those descriptions which ON THE WHOLE describe 
the above pupil when you TEACH him/her. Please don 't think for 
TOO long! But be sure to tick ALL the items which apply.
Tick Here
1. Settles well to  w ork
2. N ot m uch  liked by o th e r  pupils
3. P o p u la r  w ith  a varie ty  o f  pupils
4. A d isrup tive  influence
5. M ixes sa tisfac to rily
6. C o n trib u te s  to  ciassw ork
7. W ill p rogress
8. U nlikely  to  p rogress
9. Even tem pered
10. Q uick  to  fly o f f  th e  hand le  
IL  Is a  po ten tia l p rob lem
12. Irritab le
13. M iserable o r unhappy
14. P o o r co n ce n tra tio n  
!5. P ro n e  to  lying
16. Physically  aggressive
17. Peace-loving; likes a  qu ie t life
18. Fussy
19. C o-opera tive
20. D isobed ien t
21. Is easy-going, in  a  p leasan t way
22. Inso len t o r  tru cu len t a t tim es
23. T ends to  bully  o th e r pupils
24. Is w ork ing  s tead ily
25. P ro b ab ly  the m ost d ifficu lt pupil in the class
26. A  p leasure to  teach
27. R eliable
28. A b le  to  accept criticism
29. C heerfu l
30. Is a sa tisfac to ry  influence
31. Very restless
School Apponâi, Throe
Teacher Date
Children to  he observed in  the follow ing o rder
Clasî
Time
Nature of lesson .
1___ L. ... 6 _ J
Child 1
—
Child 2
-
Child 5
----
i <
( A )orien ting  behav iours-tum ing  head or body to  look a t peson,showing ob jec ts  to  o ther
(B) Motor behaviours w h ils t sea ted : rocking in  chainm oving c h a ir  in  p la c e f s i t t in g  out 
of p o s itio n js tab d ln g  w h ils t touching ch a ir  or desk
(C) Gross motor behaviours (not a t  d e sk ) :g e ttin g  out of sea tjrunn ingfjum pingjsk ipp ing ,
(D) D isturbing o th e rs  (in c lu d in g  aggression);g rabb ing  ob jec ts  of workjknocking neighbour’s  
book o ff desk ;destroy ing  ano ther’s p ro p e rty ;h lttin g ;k ick ln g ;sh o v in g ;p in ch in g ;
s la p p in g ;s tr ik in g  with ohj e c t;th row ing  object a t  another person;attem pting  to  s t r ik e ;  
poking w ith o b je c t ;b it in g ;p u llin g  h a i r .
(E) T alk ing :carry ing  on a conversation with o ther c h ild re n ;b lu r tin g  out answers when not 
called  upon;rmAttering comments o r remarks,
(F)Making a no isestapp lng  pencil or o th e r b je c ts ;c la p p in g ;ta p p in g  f e e t ; r a t t l i n g  or 
te a r in g  paper;cry ingjscream lngjlaughing  out loud ; coughing lo u d ly ;s in g in g ;w h is tlin g ; 
or- nrv o th er vnoa 1 nnise o ther t  fian in  ( S)
Appendix Three
(G) Non attending and disobeying»doing something other than that which h e/sh e has 
been d irected  to  do or i s  supposed to  be doing (in c lu d es day dreaming)
(H) Other,
Axjpftndiat 4
MATERIAL REDACTED AT REQUEST OF UNIVERSITY
This le t t e r  vas presented to  the anther on the fo llo w  up v i s i t  and was q u ite  
u n so lic ite d  by autheir or teacher*
Appendix Four One 1
1, Do you work hard in  school a l l  the time a l l  week? _ . . . .  .  ^I  dldnt work b e fo r e .!  oonldni
P re; ÏÏO Post t Yes be bothered;##© oihex# who
vozk;you dont have to  have-
2. Vrtien do you work hardest in  school? good 0 l e v e ls  to  get on 7 .T .
Pro t Friday afternoon to  get i t  a l l  f in ish e d  P o st* Friday afternoon
5* What do you m o s t  l ik e  to  do in  c lass?
P re: MAths P o s it !  enjoy problems so Maths.
4 . What could you do or^not do th a t would, help you produce more work in  c la s s?
5, How much work do you do each week in
1 .Maths- w rite  the  number of questions and pages o f your Maths book,and the  onesJ*
you get r igh t Pre* 50 5 90 Post i 7 0 ,5 ,6 0
2 . S p e llin g  -w rite  th e  number o f words th a t you learn  c o r re c t ly .
P re* 17/20 P o st* 18/20
5. H andwriting- w rite  the uu.«tber of words th a t  you w rite  and the tim e* i t  tak es
greiéOlP 35 mine Post* 50 in 30 mine
4* S tory  w ritin g -w rite  the  umber of w ords,sentences,and pages th a t  you w rite
Pre* 500,50,4 P oet* 250,50,5&
6a How auch could you improve
1. Maths- w rite  th e  nvurber of questions and pages of your fteiths hook th a t  you
th in k  you could r e a l ly  do in  a week i f  you t r ie d  h a rd e r.
P re* 100,7 P oet* 70,4 /5
2. S p e llin g - w rite  the number o f words th a t you learn  c o rre c t ly  and how sh o rt a 
time you would need to  learn  them.
P re* 20 in  lOmins Post* 20 in  5 mine*
3. Handwriting -  w rite  the number of words th a t  you w rite  and how sh o rt a time
you would need to  w rite  them
Pre* 60 in  20 ndns P o st* 50 in  20 mine
4 . S tory w ritin g -w rite  the number o f w ords,sentences and pages th a t you could w rite
i f  you t r ie d  h a rder,
Pre*7 0 0 ,7 0 ,6 & P o st* 300,100,7
7, I s  th e re  anything th a t you would lik e  to change in the way you study?
Pre I no th ing  P o st* No
8 .  Do y o u  do m ore  w o rk  w hen  y o u  w o rk  on y o u r  own o r  i n  a  g r o u p  o f  5 ?
preiPn iry own P9 s t * In a group.
gttbjeet One Ai
9 , I f  you were to  watch y o u r se lf  in  o laea what would you moat want to  change about 
your behaviour?
Pre* F laying around,playing w ith  p en e ile  p o e t* Nothing t h is  past n onth .Id  work
G etting out o f  ny sea t as I  have.
10. What do oth ers in  the o la s s ,  who g e t b e tte r  marks than you do,do to  get th e ,?
Pre* Some take work home P o st* Work h a r d e r |th in k ;s it  down in  th e ir
They work harder;get on w ith i t  s e a ts  and w rite;d o  more q u estio n s,
11 , Make a l i s t  o f  a l l  th e  th in gs people who study w e ll do
Pre*Concentrate POst* I  dont know.
L isten  when teach er  speaks to  you
Dont g et out o f se a t  ev oxytiae  you f e e l  l ik e  
it ,G e t  on w ith i t
1 2 . I f  you were the teacher what would you not allow  oh ild ien  to  do in  your o la ss?
Pre* Hot g et out o£  sea t o fte n  Post iHot to  take on as o fte n  a s  you do
Shout across the room Have s i le n c e  during the day.
net c a l l  out i f  ask ing a  q uestion
Id say i f  you dont want to  work dont b oth erl cant change your
13, I f  you had free  tim e inT % ass^hat would you oho se  to  do?
Pre* Read,Draw P o et* Drawing,
p a in tin g  and m odelling
P u zzles , crosswords, design  s i l l y  
contaptions l ik e t tb e s  o f water
p est eva lu a tien
Ive learn t hew t o  werk in  the la s t  f e w  week*,that I  caa-weidc i f  I  t r y , I t  helped me 
r e a l is e  th a t I v . p t  to  stop  ta lk in g  m é  th a t I  oan work fa r  long periods and th at
I  f e e l  b e tte r  when I  d a ,I  w i l l  use th e s e l f  record a g a in ,I  didnt weiA: beoause o f  the  
rewards r e a lly —i t  was a m atter o f working fo r  your own praise,When I  work w e ll I  
tr y  harder,It helped ny s e l f  co n fid en ce ,! th ink  you can r e ly  on y o u r s e lf , your b ra in , 
Everyone can see  the amount o f  work youve done eo i t s  f a ir  .B efore !  was a  b i t  o f  
a b igshot you know not a  bighead.But on the contract you dont want to  l e t  people  
down,The c o n tr a c t's  a t r i a l  t o  see what you can do and before I  th o u ^ t  sch oo l 
was a b it  o f  a joke because Id never b een relied  on fo r  ny work.
Appendix Four Sabjeot Two 1
1. Do you work hard in school a l l  the time a l l  weok?
Pro*Friday# and Thuradaye P oet* Y ee.I tx y  t o .I  th in k  ea .
Not th e r e s t  o f  the week
2, When do you work hardest in  school?
-P ro * Pridaya and Ihurèadaya P oet* I  thinÿ^JJs^Mondays and Thuradaya-oh and
3 , Wïiat do you most l ik e  to  do in  c lass?
Pre* P laying w ith le g o . P oet* S tory.
Dont l ik e  echoolwork m ch-S tory
4 . What could you do or^not do th a t would help  you produce more work in  c la s s?  
Pros Step dreaming Pro* Stop dream ing..
Stop g e tt in g  in ter fe red  w ith
5. How much work do you do each week in
1 .Maths- w rite  th e  number of questions and pages of your Maths book,and the ones 
you get r ig h t Pre*20.1&.25 P eat* 9,1,?
2 . S p e llin g  -w rite  the  number o f words th a t you learn  c o rre c tly .
Pre *10 /1 5  post* 12/21
3 . Handwriting- w rite  the uueber of words th a t  you w rite  and the tim e* it takes
Pre* words in éOmina Post* 30 ia  60mina
4. S tory  w ritin g -w rite  the umber of w ords,sentences,and pages th a t you w rite  
Pre* 50, 25,1 and a quarter P^st* 4 5 ,4 0 ,li
6 . How r.ueh could you improve
1. Maths- w rite  the number of questions and pages of your Maths book th a t  you
th in k  you could re a l ly  do in  a  week i f  you t r i e d  h a rd e r,
gr#i 25,4 Pogb; 25,1&,25
2 . S p e llin g -  w rite  the number o f words th a t you lea rn  c o rre c tly  and how sh o rt a 
time you would need to  le am  them,
Pr#*15 in 2or 3 days Post: 12 in 30 mine.
3 . Handwriting -  w rite  the number of words th a t you w rite  and how sh o rt a time
you would need to  w rite  them
Pro*40 in 30 wins Post* JO in 85 ains
4 . S tory w ritin g -w rite  the number of w ords,sentences and pages th a t you could w rite
i f  you t r ie d  harder.
Pre: 100,50,3 P£8t*45#40,li
7 . I s  th e re  anything th a t you would like  to  change in the way you study?
PretNo P-Patx No
6 .  Do y o u  d o  m o re  w o rk  w hen  yo u  w o rk  on  y o u r  own o r  i n  a  g r o u p  o f  5?
P re *On my own P o st>Ba my own.
in  fa c t  P^H was the  only sub jec t who fo r  so c ia l reasons remained in  a group 
ta b le  s i tu a t io n  d esp ite  sug g estio as  to  the teachc to  experim ent.
gppendla Four Ü
Subjeot Two . .
9* I f  you were to  watch y o u rse lf in  c la s s  what would you moat want to  change about 
your behaviour?
Pre tHandwrltiag. ta lk in g  and drea.^:.ng P o s it Stop ta lk in g  and dreaming
10 What do oth ers in  the c la s s ,  who g et b e t te r  marks than you do,do to  get th e ,?
PretVork and dont ta lk  P o st* Dont know
11, Make a l i s t  o f a l l  the th in gs people who study w e ll do
Pre: Concentrât* . read Post Dont ta lk ,r e a d , s i t  down and
get on w ith  i t  ,Work,I dont r e a l ly  
watch *ep,
12 , I f  you were th e teacher what would you not allow  childJben to  do in  your c la ss?
Pre: Shout across th e  room P o s it T alk ,shout across th e classroom
Talk
13 , I f  you had fr e e  time in  c la ss  what would you oho se  to  do?
Pre: Draw a p ictu re P o s t: Read a book or s to r y .
P est Evaluation
I t  w s  worth i t , I  lik e d  the s t ic k e r s .I 'v e  got to  get on and stop  t a lk in g . l t  woyldnt 
work so w e ll  without the booklet-youve gdt to  f i l l  th a t i n , I  worked because o f  the  
rewards-they were good;I was working fo r  som ething,! dont know how the contract helped  
me though.
Appendix Pour Subject Three i
1. Do you work hard in  school a l l  the time a l l  weok?
F oeti Not a l l  the tim e but a lo t  harder than I
2* When do you work hardest in  school? d id ,
^ iT h u r e d a y e  ©ru Pridaye - Pogt*Thursdays and P rid ays-I  rush to  get f in is h e d ,
3, What do you most l ik e  to  do in  c la ss?
Work-Boglish Ig general Pojgti Story
Like s ta r in g  around
4 . Vshat could you do or^not do that would help you produce more work in  c la ss?  
^ i H o t  a t u »  «roond.W*rk hM der P ggt, Could got jsyoolf deerat i ç o l s  to  do
tho jeb,b*v« p e n c ils  sluupansd, s e t  ay voidc out 
fo r  the week
5s How much work do you do each week in
1 ,Maths- w rite  the number of questions and pages o f your Maths book,and the ones
you get r ig h t PrsjJO, 1 /2  , 50 P ost, 35/45 ,J ,3 7
2 . S p e llin g  -w rite  the number o f words that you lea m  c o r r e c t ly ,
ÈE3L.» Post* 15/15
5, Handwriting- w rite  the number of words that you w rite and the tim e* it takes
Pre: 50 in  15/20 o in s  " P o st* JO in  45
4. Story w ritin g -w rite  the jmber o f w ords,sentences,and pages that you w rite  
P re* 1 5 0 ,6 0 ,i P o s it 2 0 0 ,5 0 /3 5 ,1 ^ 2
6 « How auch could you improve
1, Maths- writ© the number o f questions and pages o f your Maths book th at you
th ink  you could r e a lly  do in  a week i f  you tr ie d  harder,
^ , 8 0 / 8 5  4 /5  P ort, 45 /50 ,2
2 . S p e llin g -  w rite the number o f words that you le a m  co rrectly  and how short a
time you would need to lea m  them,
P re* 15 in  15 P^st 15 in  20 mins
3. Handwriting -  w rite the number o f words that you w rite and how short a time
y o u  w o u l d  n e e d  t o  w r i t e  th e m
Pre*50 in  15 P ost* 30 in  40 mins
4 .  S t o r y  w r i t i n g - w r i t e  t h e  n u m b e r  o f  w o r d s , s e n t e n c e s  a n d  p a g e s  t h a t  y o u  c o u l d  w r i t e  
i f  y o u  t r i e d  h a r d e r ,
Pre*300 /400 .200 .6 /7  P o s t* 2 5 0 ,4 0 /4 5 ,2 /3
7, I s  th e re  anything th a t you would like  to  change in the way you study?
Pre*No P o st* No
8. Do you do m o r e  work when you work on your own or in a group of 5?
T f fe t  On my own P o st* On my own.
Appendix Fopr Subject Three n
9* I f  you were to  watch y o u rse lf  In c la s s  what would you most want to  change about 
your behaviour?
Pre I Stop sta r in g  around P o s it Id  s t i l l  sÿop m yself sta r in g  around
I  dont know how though
1 0 , What do others in  the c la s s ,  who g e t h o tter  marks than you do,do to  g e t th e ,?
PretTraoey always f in is h e s  a ssig n en ts but P gst; Rent know
never in  cJor»j?;i suppose she g e ts  «awith i t
11, Make a l i s t  o f a l l  th e  th in gs people'who study w e ll do
ppei Work p^att Just work,you read th e question  in
Doing the answers to  the q u estion s in  the book,work i t  out and do I t  quiok$think  
your book about i t  f i r s t , s t a r t  w r itin g  i t  o u t ,s te p  and
Remember, think about them th in k  what youre going to  put .W rite, lead up,theng© o f
12 , I f  you were the teacher what would you not a llow  children  to  do in  your c la ss?
FreWell I  wouldnt mind them ta lk in g  P ost:S tep  g e tt in g  up and walking around
rto u t JJo s h o u t ^  aoroM  the o la e a  to  aek eon oth in g .T o ll om
the room,No g e tt in g  out o f  s e a ts
No throwing rubbers to  come up to  ms,
13, I f  you had free  tim e in  c la s s  what would you oho se  to  do?
Pre:Like to  draw,do a b i t  o f  E nglish  P^stiHead a. lo t  or w rite  a  s to r y .
Post eva luation
1 , The reading booklet was q u ite  g o o d -if  you remember to  do what you have to  do in  th e
d a y .I t  did stop  me from working to  f i l l  i t  in .  I t s  not r e a l ly  com plicated ,
2* I  would cut out the s e c t io n :I  a ls o  th in k ,Id  keep the introduction*
3* I  might do s e l f  ree ird in g /o o n tra ctin g  fo r  the f i r s t  couple o f months a t  th te  
comprehensive.Dunno i f  Id use i t  a f t e r  th a t .
I
4 , 1  th ink  Im working a l i t t l e  b i t  more s in ce  the c o n tr a c t- its  a b it  o f  s e l f  pride |
th a t I  get the wovkdone.
Without the booklet th e  contract would not be so in te r s  ox in g . I suppose you could
always make up your own b o o k le t.
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Appendix S ix -  The Booklet
Morning; Today I am going to  make a s p e c ia l e f fo r t  to  tde the  
fo llow in g  assigment workbefore work begins
-Afternoon? Just before the end o f  school
_  MATHS; I spent.............. minutes on t h i s .
Today in  c la s s  during assignment work I f in is h e d  .î^ th s  questions
(in clu d e parts as q u estion s)
I g o t a n s w e r s  r ig h t out o f , . . . .q u e s t i o n s «
-  \
ENGLISH; I sp en t. . . . . .m inutes on th is
a) Today in  c la s s  I s p e n t , . . . .•m in u te s  on my s p e l l in g s .
b) Today in  c la s s  I  sp en t minutes on my comprehension.
c) Today in  c la s s  I s p e n t . . . . .  minutes on handw riting.
d) I  wrote . . . . .p a g e s  o f my s to r y .I  sp en t.,.m in u tes  on my story
I  u s e d ,. . .a c t io n  w o r d s / . .d e s c r i b i n g  w o rd s/., , , .s e n ttn ees
-Evening;at home;
1 . I  worked very bad ly / b ad ly / o . k . /  we l l / v e  13' w ell
2 . work was n e a t/d ir ty
3, I  e n j o y e d . . . . . .  .
4 . I  didnt lik e
5 . I  a lso  th in k
Vl V\€-A \ LOW\ 
fV \a tV \^  Q u e s t
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 ^ co l QvkP Q reeA
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( ^ v c  stL"o\r\ \w\ VAv^
C ovsApoe\A-eAs'\ b \A 1 .
o w
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t  o v O e r  po<” 
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__VX3
My te<xcV\^ r voo-s so pieose& sVie scxvcl
b A u  M  t) ^ V \e r -  VO OL f  S«D p\€T o ^ S c c ^  s V \e  ^ c x v o k
IDâT
Today i  am going to  make a sp e c ia l e f fo r t  to  tde the  
fo llo w in g  assigment w ork. .........
•Morning; \
^befor e j ^ rk begins
- A f t e r n o o n :  J u s t  b e f o r e  t h e  e n d  o f  s c h o o l
MATHS: I sp en t.............. minutes on t h is .
Today in  c la s s  during assignment work I f i n i s h e d , . M a t h s  questions
(in clud e parts as q u estion s)
I  g o t     answers r i fh t  out o f , . . . . q u e s t  io n s • ^
ENGLISH; I s p e n t ,.........minutes on th is
a |  Today in  c la s s  I  sp en t............. .minutes on my sp e llin g s*  V * \
b) Today in  c la s s  I  s p e n t . . m i n u t e s  on izy cpmprehension. s A  ^
c) Today in  c la s s  I  s p e n t , , , . ,  minutes on handw riting. '
d) I  wrote . . . . . p a g e s  o f my s to r y .I  sp en t,,.m in u tes  on my story
I  u s e d . . , . ac t i on  w ords/ d escr ib in g  w ords/. . . . .sa s tèn ces
-Evening;at home: 
0
1 . I  worked very b ad ly / b ad ly / o . k . /  we 11 /very w ell
2 , work was n e a t /d ir ty .
5. I  enjoyed  ................  . .....................
4 , I  d idnt l i k e . *............«............. ..
I a lso  th in k .  ..........................   . . .  *
2 ^
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f^ cTtoCitAQ-
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t A \ ^  VA o tV v c r  Loe)LS 5 o  ^V-ecKS-cd. sV v e  S o lv jd
DAY
Today I  am going to  make a sp ec ia l e f fo r t  to  tde the  
fo llow ing assigm ent work
K erning;
perdre, work begins 
( O
-A fternoon: Ju s t before  th e  end of school
MATHS: I  sp en t,••••••m in u te s  on t h i s .
Today in  c la s s  during assignment work I  f in i s h e d ,* •• • •Maths questions
(include  p a r ts  as q u estio n s)
I g o t• • . . . • . «  answers r ig h t  cut o f . • • , • quest io n s .
ENGLISH; I  s p e n t • • • m i n u t e s  on th i s
a ) Today in  c la s s  I  s p e n t , , • • • •minutes on my s p e l l in g s ,
b) Today in  c la s s  I  s p e n t , , • , , «minutes on iry cpmprehension.
c ) Today in  c la s s  I  s p e n t , • • , .  minutes on handw riting,
d) I  wrote •••••p ag es  of my s to r y ,!  s p e n t ,• .m inutes on my s to ry
I  u s e d ,• • «action w ords/, • • • .d e sc rib in g  w o rd s /., , , .san tènces
-E vening:at home:
1, I  worked very b ad ly / b ad ly / o ,k , /  w e ll/v e ry  w ell
2, work was n e a t /d i r ty .
3, I  en jo y ed ,  .................................
4* I  d idn t l i k e * • • . • • • . . • • , • . . • , • • • • , , • • • • • , , . • • • • •
3« I a lso  th in k , • • • « , , .   .......................
S c o r e  o n  V J < 2 < A v \ € 5 ( i a u
f   ----------------     J
C o l o k i T  I ^ o r  e v e r y  V \ a \ : W s  c ^ u e s b '^ ^ V N .
Co\<^sjwt- \ e v e r y  S e x A ^ c e w c -e  \ y \  ^ t v . r
& k r < ) r y  .  .
C^Wvxv” \  -s^>o^C-e ^?2>r e v e ^ r y  .
6!olc>xxr' V *s^cxc-e  ^Q < - e v e v 'y  cX escrvW ^A g v o ^ rc X  .
f H y  { ^ ^ a c W c r -  V O  a S  s  %3 p \ e a s - e c A  s W ^  S c C w c i .......... ......
t A y  Y A o t W e r  v o o ^ s  6 ^  ^ \ e a S - ^ e A  s V \^  S c \v < A

Mo5rning ;
b e T o r £ ^ r k  begins
< o
T o d a y
follow ing work
“A fternoon: Ju s t before  the  end of school
MATHS: I  s p e n t . m i n u t e s  on t h i s .
Today in  c la s s  during assignment work I  f i n i s h e d , . M a t h s  questions
(inc lude  p a r ts  a s  q u estio n s)
I  g o t . a n s w e r s  r ig h t  out o f . , . , , q u e s t  io n s . ^
ENGLISH; I  s p e n t . .........minutes on th i s
a ) Today in  c la s s  i  sp en t minutes on my s p e ll in g s .
bJ Today in  c la s s  I  sp e n t* ., , , «minutes on my cpmprehension,
c ;  Today in  c la s s  I  s p e n t . . , , ,  minutes on handw riting .
d) I  wrote , , , , . pages of my s to r y .I  s p e n t . , .m inutes on my story*
I  u s e d , . , , a c tio n  w o rd s /., , , . d esc rib in g  w o rd s /,....S B ja tin c es . /
2 /^
“Evening:at home;
1, I  worked very b ad ly / b ad ly / o .k . /  w e ll/v e ry  w ell
2 . %  work was n e a t /d i r ty .
5, I  e n j o y e d . , . . . . . . . , . . , . , , , ................... .................. ..
4 , I  didnt l i k e , , , . , ......... .........................................
5, I  a lso  th in k , ............... .............................
T h w r s d c a y
1 2 3 4- 5 6
7 g 9 10 U 12
B IF IF lb 17 Ig
19 10 %1 22 23 24
2S ' 21 27 25 24 30
For every VAaWW cj_vjesVr\*3v% ^  sc«Atev\c-e, cQvwfi\ebec^ 
SVlcxde cx 5a U a r e . VJor\< vyoo.r t o  &c^ NJo.r«.
\ 0  ovvci t e a r  tVx-e. s t v c k .^ r  t o  yxevCs c k  ■S'o.rprvse.i
t-eckcHer- koas so ;p\€ckS'e<A sV\-^  c^tvcl *.
V A ^ V A o^àter*  t>CiaS S o  Ç)\e<x$çLcA sV\€. S o .v  c ^  .  •
FRIDAY
TodayMorning;
fo llow in gbefore, work begins work
“A fternoonÎ Ju s t before  the  end of school
MATHS » I  sp en t.............minutes on t h i s .
Today in  c la s s  during assignment work I  f in i s h e d .« . . . .Maths questions
(include  p a r ts  a s  qu estio n s)
I  g o t ..answ ers r ig h t  out o f  q u estio n s. ^
ENGLISH? I  sp en t........ .m inutes on th is
aJ'Today in  c la ss  I  sp en t. . . . . .m inutes on my s p e ll in g s . \ * \
bJ Today in  c la s s  I  sp en t. . . . . .m inutes on my cpmprehension. ^
c) Today in  c la s s  I  s p e n t . , . , ,  minutes on handw riting . \
•d) I  wrote . . . . .p a g e s  of ny s to r y .I  sp en t...m in u te s  on my s to ry . /  /
\Nk. V / 1I  u s e d .. . .a c tio n  w o rd s /,. . . .d e s c r ib in g  w o rd s /.. . . .s s a tè nees, VV / !
-E vening:at home:
1 . I  worked v e ry  b a d ly /  b a d ly /  o . k . /  w e l l /v e ry  w e ll
2 . work was n e a t / d i r t y , .
3 . I  e n j o y e d . . . .   ....................... ............... .............
4 • I  d id n t  l ik e   .............. ............... ...........................................
3* I  a l s o  t h i n k .  .......................... .. .  . . . . . . .
O n  F r\< A au C o U e c t  ^ o v > A t u ! l
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1Appendix Eight
M jfidLSlEJEiaLJL
This coxitrsot ran fo r  fottr ooxiseoutiTO * w k s before th e natoral r e to m  to  
b a se lin e  con d ition s brought about by h a lf  term. A fter h a lf  term Paul D. een t on 
holiday in  f i l e s ,T h is  neantthat the te c  seek o f f  con tract return  to  b a se lin e  
con d ition s could not be ob ta ined . I t  a lso  meant th a t ehen Paul D. «as i l l  fo r  the  
f i r s t  te c  days o f the fo llo w in g  seek th e data had to  be prorated.
In  greater d e ta il  the course o f  each con tract can be described weekly a s  foX levsi 
Ead o f  feek  One: The punishment c lau se  needed changing and th e  booklet needed 
changing fo r  the Thursday in  th a t i t  eras reeardlng th e pupil fo r  no work.Then i t  
came to  trouble shoot the contract there was great enough improvement to  
in d ica te  that Paul would b e n e f it  from a t ig h te r  target.Th@g the amount o f  a c t io n  
words ;d escrib ing  words and sen ten ces and Maths qu estion s co rrec tly  answered are  
sta ted  in  the con tract (s e e  Appendix U x »  fo r  oopy o f  c o n tr a c t) .In  th e  
d iscu ssio n  held w ith Paul he pointed out th a t he would eeloome a cim llenge th e  
next week.He requested th a t th e penalty c la u se  be reta ined  and th a t th e  bonus 
clau se  which be h im self bad suggested th e  week before be izaxerted. However th e  
author convinced th e c la ssteaoh er  ^  mother and fizu tlly  Paul th a t such a c la u se  
was not part o f the programme. Paul was embarrassed but equally  proud to  hear th e  
praise given him for reaching co n tra ct. I t  was pointed out th at l ik e  a good 
b u s i n e s s  man he should be proud o f h is  iiw reased  p rod u ctiv ity  fhen asked h is  
o p i n i o n s  o f  the week he wQxvdered i f  h is  classm ates considered him s o f t  -  to  
vrtiich the author was ab le to  t e l l  him th a t one member had asked i f  the whole 
c l a s s  were to r e c e i v e  the booklet he had r e c e i v e d . Paul was Impressed w ith the  
b o o k l e t  given  him and declared th is  to  the teacher who had designed i t . fhen the  
b o o k l e t  was e x a m i n e d  i t  was c lea r  that P a u l  had te c h n ic a lly  broken the contract 
b e c « i j s e  b e  h a d  not f i l l e d  i n  the b o o k l e t  f u l l y  He was to ld  th a t the matter w o u ld  
b e  d i s c u s s e d  w i t h  the o t h e r  p a r t i e s  who l a t e r  a g r e e d  th a t the c o n t r a c t  was 
t e c h r a c a i l y  b r o k e n  b u t  i t  w as  m o re  i m p o r t a n t  that P a u l  h a d  a c h i e v e d  h i s  a c a d e m i c
Appendix Eight
2
targets and that his behaviour was being shaped by tW contract.Xt also emerged 
that Paul eas not receiving praise from his teacher or his parents. Comments such 
as "I don't believe you have done this* and ’Keep i t  vp Paul’ were not 
considered adequate and i t  vas decided to rectify  th is  in  the week.Paul vas also 
told to aooept responsibility for his work and to take the booklet home to his 
father to show him a ll  the good work he had done.Me was given the stieker in  
front of his mother and praised by a ll  parties, 
ffeek Three
It vas decided by the teacher and mediator that there vas a need to maintain 
Paul’s performance over the next week -  hence the same contract formed the basis 
of the discussion vith Paul vho had taken the contract very seriously and had 
taken the vork home and had done five and a half pages of story.Then Paul vas 
told that th is did not f i t  the terms of the contract be then set about doing 
another story in c la ss . Paul vas most Insistent at the talk that the penalty 
clause be reinstated and recommended that 50 points be deducted i f  he vas caught 
mucking about I vas reluctant to accept th is  and the olassteaoher pointed out 
that he would be unable to regain so many points i f  lo st  and thought that 20 
points would be fairer as a penalty.Paul agreed and th is  a%s brought up at the 
meeting with mother later that evening. Paul had s t i l l  not completed his record 
sheets though there was an improvement over the la st week.Teacher and parent 
praise was now praise with ’smashing,excellent,Paul.I am impressed with your 
achievement.Very well done Paul’ .Mum was anxious to get off home and father was 
unable to be present. The teacher found i t  hard to use praise such as 
fantabulosos' .
Week F o u r
Paul D. expressed alarm that be would not be able to meet his target.He had told 
me on the Tuesday that he was leaving at Twelve to go on holiday 
early Technically mwi artd be had broken the contract. To again save the positive 
gains oi the contract it  was decided in conversation with his olassteaoher that 
one would not iTicluile the compi ehenslori or 20 sentences or 10 Ilaths questioris as 
seemed his choice Druce again raui in ms eagerness to ne away had not ru led  in
Appvadix Rit» 1
tppfjc çQ m m î
t oryvi: To complete hxs xpelliag  vork aad to increase the number of tilths 
questions he completes to 40 tad the number o i sentences in  h is story to 30 
and the number of notion eords to  30 end the number of describing words to 30. 
tilths questions ire  to be correct lad i l l  work w ill be nett.
Mrs Ollive toreesiTo look i t  Paul’s  recording book i t  the end of the 
day and praise Paul when he has done good work.If Paul gets 130 points he w ill 
receive the spider’s web sticker from Mrs Ollive at the end of the week.
Pitü.jÊlso agrees: To use the s e l f  record booklet and to record in  the morning 
before vork,at the end of the school day after vork before going home and at 
home.Be also agrees to show the record to Mrs Ollive for her comments and to  
his mother so she can write her comments.
Mrs Derrick agrees:To record her comments on Paul’s work in  the evenings and 
to reward Paul at the end of the contract with a v is it  to K.M.S.Britain.If 
Paul gets more than points then she w ill buy him an Action Jack at the
end of the week.
Penalty clause:If  Paul does not obtain continued high performance throughout 
the weeks of his contract but s lip s  back to the work output of before ,he w ill 
not get his trip  to H.tt.S. Britain.
TW_%adteacber Mr Andrew; agrees;To write a le tte r  to Paul's parents at the 
end of the contract congratulating Paul on his work.
Bonus clause:If  Paul obtains correct marks on a ll  his spellings he w ill get 10 
extra points. 
signed ; Paul :
llrs Ullive:
Headteacher ;
lire Oerricx Witness:
This contract w ill  la s t  from Tuesday tlay 6th to Friday May 9th when i t  may be 
reiiewed and amended
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PAUL'S ÜORK CONTRACT
Paul arrrees: to  complete h ie sp e ll in g  work and to  increase  the number of Maths questions 
he completes to  40 and the number of sentences in  h is  s to ry  to 30 and the 
number o f ac tio n  words to 50 and the number o f d e sc rib in g  words to  30 .
Maths questions are to bo co rreo t and a l l  work w ill  be n e a t.
Hv w il l  a lso  complete h is  comprehension and handw riting .
In re tu rn  M rs,O llive agrees? To look a t  P a u l's  record ing  book a t  the end of the day 
and p ra ise  Paul when he has done good w ork ,If Paul g e ts  150points 
he w all receive  the .gringy M • s tick er,fro m  M rs.O llive a t  the end 
of the week,
Paul a lso  agrees ; To use the s e l f  record  booklet and to  record  in  the morning before 
w ork,at the end o f the schoolday a f te r  work before  going home and a t  
home.He a lso  agrees to  show the record  to M rs,O llive fo r  her comments 
and to  h is  mother so th a t  she can w rite  her comments.
M rs.D errick ag rees ; To record  her comments on P au l's  work in  the evenings and to
reward Paul a t  the end of the c o n tra c t w ith a v i s i t  to  H.M.S, B r i ta in , 
I f  Paul g e ts  more than 150 po in ts  she w ill  buy him an ac tio n  jack  a t 
the end of the week.
Pen alty  c la u se ; I f  Paul does no t ob tain  continued high performance throughout the 
weeks of c o n tra c t but s l ip s  back to the work output before he w ill 
no t g e t h is  t r i p  to H .M .S.B ritain ,
The Headteacher Hr,Andrews a/rrees: To w rite  a l e t t e r  to  Pauls paren ts a t  the end of 
the co n tra c t co n g ra tu la tin g  Paul on h is  work.
B o n u s  c l a u s e ; I f  P a u l  o b t a i n s  c o r r e c t  m a r k s  o n  a l l  h i s  s p e l l i n g s  h e  w i l l  g o t  10  
e x t r a  p o i n t s .
Signed : Paul
M rs,Ollive? 
Headteacher: 
M rs,D errick. W i t n e s s
This c o n tra c t w ill  l a s t  from Tuesday Maj/ 12th to Friday iStH-^y when i t  may be renewed 
and amended.
Extra penalty  c lau se ? ( suggested by Paul h im self and s tro n g ly  urged by him)
I f  Paul i s  to ld  o ff  more than 5 tim es in  the c la ss  o r ou tside  th e  c la s s  on school 
premises he w il l  lose 20 p o in ts .
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TIM'S VORK CONTRACT
Tim agreestTo complete h ia  handwriting and comprehension assigm ents and to  complete 
h is  sp eè lin g  work. He agrees to  increase; the number o f  Maths questions  
he completes to  4 0  and the number o f sentences in  h is  story  to  5 0  and the  
number of a ctio n  words to  5 0  and the number of describ ing  words to  5 0 *
A ll work w i l l  be neat and tidy*
In return M rs.O llive a g rees: To look, : a t Tim's recording book a t  the end o f th e day
and p ra ise  Tiia when he has done good work-in fron t o f  the c la s s  i f  
appropriate*If Tim g ets  150 points he w i l l  rece iv e  the bats in  the b e lfr y  
s t ic k e r  from Mrs«Ollive a t  the endof the week*
Tim a lso  a g rees:To use the s e l f  record booklet and to  record in  the morning before  
work*at the end o f the schoolday a f te r  work before going home and a t  
home. He Also agrees to  show the record to  M rs.O llive fo r  her consnents 
and to  h is  mother so th a t she can w rite her comments*
Mrs. Davies a g rees? To record her comments on Pauls work in  the evenings and to
reward Paul at the end o f  the contract w ith a sheaf k n ife * If  Paul g e ts  
1 3 0  po in ts in  the week she w il l  g ive him a slap  up meal o f scampi and 
onion r in g s .
Penalty Clause? I f  Paul does not reach 100 po in ts he w i l l  not get the s t ic k e r .
The Headteacher Mr.Andrews agrees? To w rite a l e t t e r  to  Tim's parents a t the end of
the contract congratu lating Tim on the work he has done*
Bonus c la u se ? I f  Tim obtains correct marks on a l l  h is  s p e llin g s  he w i l l  get 10 ex tra  
p o in ts .
Signed? Tim?
M rs.Ollive?
Headteacher?
Ml'S. Davies; Witness
This contract w i l l  run from Tuesday May to  Friday ,25rd May when i t  may be
renewed or amended.
Appmidix KiJie v i l l  
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Asp»ndix f w
D e ta ils  # f  th s  tap s  
A tape reoordi23g vaa made which
hegaa w ith  a  50 second in te r v a l  
was fo llew ed  by Ooamentarp; Find Child 1 
10 second in te r v a l  
Commentary* Vat oh Child 1 
10 seow d  in te r v a l  
OeiBBentaryi Record Behaviour 
10 second In terv a l 
Conmentazy* Find Child 2 
e tc  u n t i l  a l l  ÿhree ch ildren  were included and then s ta r te d  again*
The tape la s te d  fo r  50 minutes bdt could be used in  ten  minute sec tio n s*
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Time a llocatecl to  content o f Ind iv idual aaeignaent vork 
There are u su a lly  4 i hours o f  Maths*and 4 hours o f  English*
The la t t e r  i s  d iv ided  in to  S p e llin g  Sentencest I hour
Comprehension* I  hour*
Story* I i  hours*
Handwriting* -Jhour*
By week t h is  would break down in to  Monday ijh ou rs o f assigm ent work t in e ,
Tuesday 1 hour o f assigm ent work tim e , 
Wednesday 2jhours o f assigment work time, 
Thursday 2hours o f aseignraont work tim e, 
Friday S^hours o f assigment work tim e. 
Pupils are allowed and encouraged to  decide how to  plem t h e ir  week and have 
to decide what to  do during a p a r tic u la r  assigm ent period ,T his was th e ch oice  
which presented i t s e l f  to  them when f i l l i n g  in  the B ook let,
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Verik Set fo r  In d iv id u a l A esigaent Time
1 Week One Base l in e
Sobdeot One# 1* 1 5 sp « llin g s  in to  sen ten ces.
2 .  Handvrltiag Book 4 page 1$.
5 ,  A Book Review
4 . What do you think? Comprehension Pages 1 ,* ,5 .
5 . Maths Ch.16 Graphs, Pages 64-68  in o .N u ff le ld  6 .
Gubjeot Two* 1 /2 /3  and 4*Sound and Sezise Pages 14-15.
5 . Worksheet on fr a c t io n s .
Subject Three: 1 /2 /3 /4  and 5# Ch.lO. Polyminoes Pages 39-41 in c .  R u ffie ld  6 .
Week Two B aselin e  
Subject (hieI 1 . 15 sp e llin g s  in to  sen ten ces.
2 . Handwriting Book 4 page 16.
3 . Write a  s to ry  about a brave or adventuroins anim al.
Paint or  i l lu s t r a t e  your s to r y .
4» Comprehension.What do you th ink? Pages 4 and 5.
5* Maths. N u ffie ld  6 Chapter 17 .
Subject Two* I . / 2 /5  and 4 * 16 and l?from Sound and Sense
5. Maths N u ffie ld  5 Ch.5.
Snbject Three I I / 2/ 3/ 4/  and 5* Maths Beta 4  Pages 17 ABC and 18 AB.
Week Three* Subject One on contract
1 . 15 sp e llin g s  in to  sen ten ces .
2. Handwriting Book 4 page 17.
5* Write a  s to ry  from the follow ing* Amy cadet
The magic boot 
Super snooper
Nuclear Rain 
Return o f gisma and th e Gremlins
The White Chapel Ouost,
4.Comprehonsion-What do you th ink? Pages 6 ,7 ,8 ,
5 . Maths B eta 5 Pages 32/55•
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Verk Set fo r  Ind iv idual Aasigmeat Tine
5« Week Three Continued
Subject Two*1/ 2 /5  and 4* Sound and Sense pages 18/19*
5 .  H u ffie ld  5 Pages 22/23*
Subject Three* 2 /2 /5 /  and 4 Beta 4 Pages 19 ABCD and F le tch er  5 Page 18.
4* Week Four* Subject One in  second week o f contract
1* 13 S p e llin g s  in to  sen ten ces ,
2 . Handwriting Book 4  Page 18,
3* Write a  sto ry  e n t it le d  The Stranger a t the door,
4 . Comprehension iWhat do you think? Pages 9 ,1 0 ,1 1 ,
5 , Bote 5 p*33*
Subject Two on f i r s t  week o f co n tract* 1 /2 /3  and 4  Sound ar^ Sense pages 20/21,
5* Maths N u ffie ld  5 P w s  22/23/24*
Subject Three* I /2/ 5 /4  and 5* F le tch er  5 Page 1 8 ,N u ffie ld  5 Pages 67/ 68 ,
5* Week F iv e : SubjectOne in  th ird  week o f  contract
1 , 15 S p e llin g s  in to  sen ten ces ,
2* Handwriting Book 4 Page 19 ,
3* Write a s to ry  beginning* "Come here im m ediately, - 
4* Comprehension * B e tter  Ebglish.Bk 4* Pages 70-73 in c .
5* Maths N u ffie ld  6 Pages 86-89 in c .
Subject Two on second week o f co n tra ct*1/2/3  and 4 Sound and Sense 22/25
5 ,F letch er  5 Pages 5 0 /51 /52 ,
Subject Three on f i r s t  week o f  co n tra ct* I / 2/ 5 /4  and 5 F le tch er  6 Pages 39 to  42inc  
6, Week S ix * Subject One in  fourth  week o f contract
1 , 15 s p e llin g s  in to  sen ten ces,
2 , Handwriting Book 4 I ^ e  20.
3 , Write a  sto ry  e n t it le d  Caaght in  the ra in ,
4 , Comprehension* B atter English Bk.4 Pages 75-76 in c .
5 , Maths Beta 5 Page 6 6 ,6 7 ,6 8 ,6 ^ .
Subject Two on th ird  week o f con tra ct* 1 /2 /3 /  and 43ound and Sense pages 24/25
5* F letch er 5 Pages 54,55 Alpha 5 Pages 27B.
Absent through i l l n e s s .
Subject three in  second we^k of co n tra ct* I / 2/ 3/4  and N u ffie ld  5 C h ,l6 ,
Appendlm 12  u±
Vork s e t  fo r  in d iv id u a l tlm#
7* Week SeveniKo work s e t  because o f  h a lf  term break,
8 , Week E ight*Subject One awey on h o lid a y .
Subject Twot l ,1 5  S p e llin g s  in to  sen ten ces.
2 ,  HK idwrltln, Book 4 Ug* 21.
3 , V kite a  s to r y  -own ch o ice .
4 , Sound and Sense Pages 26/27*
5 , Plet<A er 5 Pages 54/55 Alpha 3 Pages 27B.
Subject three on s e l f  co n tra ct11 /2 /5 /  and 4 What do you think? Pages 1 2 -l6 tn e ,
5* Maths N u ffie ld  5 Ch,18 Pages 83-85 im@*
9 . Week Nine* Return t e  b a se lin e  c w d it lo n s  fo r  a l l  su b jec ts  
Subject One* 1 . 15 s p e llin g s  in to  sen ten ces.
2 . Handwriting Page 22 Book 4*
3 . Write a sto ry  e n t it le d  Good News.
4 . Boicprehensiont E ffe c t iv e  E nglish  4 Pages 107-112 in c .
5 . Maths* Beta 5 Pages 70/71*
su b ject Two* 1 /2 /5 /  and 4 Sound andSense Pages 28/29* 
and 5, B eta  4 Page 13 ABCD,
Subject Three* 1 /2 /3 /4 /  aud 5*Huffiedd 5 Pages 8 5 -8 5 ia e ,
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I 1 1 2  3 6 6 7 8 9
Compréhension comple tedi n y y y y y - n y
ÎHandwriting completedJ y y y y y y - n y
; r- Spellimgs I 13 14 14 14 10 -  -  -  14
1 2 3 4 5 6 7 8 9
omprehension completed! n y y y y n y  n
IHandwriting completed y y y y y n y  n
Spellimgs 8 8 8 10 11 - 10 8
Subject Tlir^e 3 4 5 6 7 8 9
Comprehension, completed- | n y y y y y - y n
Handwrit ing compl e ted y y y y y y - y y
S p e llin g s 11 12 12 13 14 -  -  13 10
KEY
- “Absent or not given
n “No
v'“ Tas
D e fin it io n s  to  be found in  K .D .Ballard end T.Gljnn (1975) a f te r  
Maloney and Hoi^dLns (1973)
Huaber o f  sentenoesiA  sentenoe was defined  as beginning with a c a p ita l  
l e t t e r  and /o r  on a new lin e ,a n d /o r  having a period ,question  mark, or  
exo leaation  mark a t th e  end, and /or conta in ing  a t le a s t  one su b ject and 
pred icate .F or cases where c a p ita l  le t t e r s  and periods occurred in freq u en tly  
a sentence was defined  as agroup o f words th a t made sense as a sentenoe. 
Kuajber o f  d if fe r e n t  a c tio n  words* These were a c tio n  . verbsthatexprese an  
aeivam eyo*»toeaÿev meve»eH*,but not a m&ode o f  being as any form o f  th e  
verb t e  b e ,D iffe ren t here included a d if fe r e n t  ten se  o f  a word p rev iou sly  
used in  a  story  b ein g  counted as a  S7?arate response.
Number o f d if fe r e n t  desc^ h iw g  wards* This was defined as the sum o f  th e  
number o f  d iffe r e n t  a d jeo tlv es  and number o f  d iffe r e n t  adverbs.An 
a d jec tiv e  was defined  a s  a  word servix*g as the m odifier o f  a noun to  denet# 
the q u a lity  o f the th in g  named , t o  in d ica te  quantity  or e x te n t ,o r  to  
sp e c ify  a  noun as d is t in c t  from something e lse .A n  adverb was d efin ed  a s  
a word th a t m odified a v erb ,a d jec tiv e ,a n o th er  v erb ,a d jec tiv e ,a a o th cr  
advezb, p rep o sitio n , phrase, c lau se  o r  sentence,and expressed some r e la t ltm  oi 
manner,of q u a lity , t ime, p la ce , degree, number,cause, o p p o sitio n ,a ffir m a tl« a , 
or d e n ia l.
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f iv e  point scald  
Week Sub.iect One Subject Two Subject Three
Maths E bflish Maths Baalish Maths English
T, P. • T.P. T.P.
1 . 4 3 3 5 0 0 4 2 2
2 4 1 2 3 3 1 3 2 2
5 4 4 4 3 1 1 4 4 4
4 4 4 4 2 4 4 4 3 4
5 4 4 3 4 3 5 5 5 5
6 5 4 5 3 5 - 5 4 3
7 HAL? TERM
8 5 4 5 4 4 4 4 3 4
9 5 4 3 5 2 5 5 0 0
Matha was graded so le ly  in  terms of presentation defined as follow ing in stru ction s  
o f layout,showing evidence o f  a rul>ir,spacing work out,neat wcrk.
Story w riting was graded on evidence o f thought and presentation.Evidenoe o f  
T thought en ta iled  follow ing in stru ctio n s, coaqjleting work as un it .Presentation  P 
entailed  joined up w riting, c lear w riting,punctaation and sp e llin g .
Each subject was viewed against th e ir  past performance*
For a more sp e c if ic  explanation see Appendix
AppttiiOXX XH XX
The Q uality of Maths and Sioxy Writ lo g  as judged by the teach er on a 
f iv e  point e o a le .
Week Subject Maths Comment English
1,
2.
3,
4 .
5.
6.
7 .
8
9 .
One 4
4
4
Bunched up 
Labelled graph
Not la id  out
correct ly  I c le a r
Kuafbered euxosjused
r i l e r  
4 One co rrectien  
poorly placed
4 No r u le r  used
3 ïïntidy
HAIF TERM
ABSENT ON EOLI:JAY.
3
Evidence o f  thought 
5
1 Poor
4 Length i t e e l f  
shows th a t i t  i s  
a complete story
P resentation
I Poor
4 Even did  
i l lu s t r a t io n
3Rushed l e t t e r in  
5 Rushed
1.
2.
5.
4e
5.
6 . 
7 .
9.
Two 3 Not la id  out as 
requested  
3 .Not la id  out as
ONot attempted o t  handed in .
3
requested , numbers 
badly formed
3 Needs to  use ru ler  1 Not complete
numbers badly formed 
2 .D ir ty ;b its  o f work 4 This tim e he has 
everywhere;numbers thought 
badly formed.
4 C learer layout 3
1 No c a p ita l
le t t e r s ,n o  jo in s  
ununiform w r it in
1 As above.
4 The w ritin g  
i s  jo in ed  up.
5 111 fo r  three days
HALF TERM 
4 Labelled dààgrams
c le a r
5 J o tte r  work only a v a ila b le .  
4 Good fo r  hAm 4 C lear
g
DQLOIALITy OF MATHS AND STCRY m iT im  AS JmeED TH: T^A^]L_02_A. mi. POINT SCALE
Week S u iiec t  t i l th s  Comment English Evidence c f  thought P resentation
THREE 1 4 ! WELL DISPLAYED
I  SQUASHED UP
LAYOUT BAD 
HTJWBEPs rOPMATIOH
! POOR,HO FEELINGS 2 POOR 
: EXPRESSED AS 
: REQUESTED I
; j 2
. HOT COMPLETE
i
j I
I GOOD FLOW;BE&IHMIHG 4
MIDDLE AHD END.
CARE TAKEN COHTEHT DIFFERENT
BUHCHED UP IH : 4 
SMALL SPACE
3 POOR 
PUHCTltATIOH
HALF TERM HALF TERM HALF TERM
EXCELLENT LAYOUT i 3 4 C0H7ERSATI0H j 
IS OH DIFFERENT 
LINES
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R e lia b i l i ty  Check
F o ra â la  i T o ta l Number o f Agreements r  100
T otal Number agreements and Disagreements 
Week l . a  I 5/ 4 /8 6  11.00a.m . With o la ssteach er
Subject One, ,  lo o  «  66.6%
4.2
Subject Two _ i _  ,  100 -  66.6%
4 *t2
S u b je c t  Three % 1 0 0 .  loo^é
6
b 17/ 4 /8 6  10 ,a.m . With o la sstea ch er
Subject one .%
Subject Two t 6  x  100 ■lOOçé
“T
Subject Three; 5 x  100^ «83.3?é
5+1
c 1 9 / 4 / 8 6  1^ a.m. With o la sstea ch er
Subject O neiJL  xlOO«809é
4+1
Subject Two;^—  %100=80^
4+1
Subject T h r e e ^100 x 80%
4+1
Week 2. a . 2 2 / 4 / 8 6  10s.m . With o la sstea ch er
Subject 0 n e t _ ^  %ioo *80#
4 +1
Subject Two; 4 % 100 = 80^
4+1
Subject Three % 100 .  8096
4+1
b . 23 /4 /86  1 0 ,a.m. With o la sstea ch er
Subject one: _ 2 . ^ 10^ = 759^
3+1
Subject Two; 4 x 100=100%
4
S u b je c t  T a re e ; 3_ x 100«100fo
4
c , 1 . 5 0 . p .m . With h e a d te a h h e r .
Subject One: 2_ xl00»50%
4
Subject Two; 4
4 xI00=100%
S u b je c t T hree ^
Week 3
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R e lia b i l i ty  Check oontimied  
: 1 /3 /8 6  ll.O O.a.am
Subject One; A xl00«80% 
4+1
Subject Twoi_4_ ^100-00% 
4+1
With h ead teach e r
Subject Three _5  ,  jqO- 100%
Week 4t 8/ 5/86 1 1 .1 0 -1 1 .20a.m. With c lasa teacher,
Subject One; 4  xl00»80%
4+1
Subject Two; b xl00*100%
5
Subject Three 5
5*“  X 100.100%
Week 5i 15 /5 /86 10 «00 «a. 81. With o la sstea ch er .
Subject One; 3 x  100» üO^
3+1
Subject iVo; 4 x 100 .100% 
4
su b ject Three ^ 100. 100% 
4
Week 6; 20 /3 /86 10.38.a. fQ. With c la sstea ch e  n
Subject One; 4^   ^ ioo« ec^
4+1
Subject Two; Away absent through i l ln e s s  
Subject Three. , 100. 100%
Week 7« half TERM.
Week 8; 3 /6 /3 6 . 10a.m. With o la ss tea ch er .
Subject One; Away on h o lid ay .
Subject Two;_4_ xl00*100%
4
subject Three xl00wl00% 
4
Week 9; 10/6/ 86. lüa.m . With c la sstca ch er i
Subject One 4 xl08=3O % Subject Two 3clOü« 80%
5 5
Subject Three i _ |  , 100. 100%
12/ 6 /8 0  l l ,3 0 .a ,m . With headteacher
S u b j e c t  One 4 xl00«100%
4
Subjeojr Two. |  , 100. 75%
Subject Three; I xl00»100%
'''CM..
